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Abstract  
This Organizational Improvement Plan (OIP) aims to identify and remediate the 
organizational factors that are presently leading to the faulty delivery of a professional 
development framework (PDFM) tool in an educational organization in the Canadian 
Arctic. Implementation of change initiatives in organizations is a complex undertaking 
and can be further complicated by contextual factors such as culture. In this region, a 
large percentage of students are Inuit, and teachers and school leaders are both Inuit and 
non-Inuit. Inuit Qaujimajatuqangit (IQ), translated as Inuit traditional knowledge, is a 
foundation upon which education is delivered in the region. Therefore, this organizational 
change requires the integration of (IQ) principles and cross-cultural awareness to ensure 
that students’ cultural and identity needs are met. The change plan is framed by a social 
constructivist worldview and incorporates transformational leadership approaches that 
have been identified as the best-suited ways to lead this change process. To ensure that 
the implementation of the PDFM tool is done with fidelity, this OIP proposes a change 
plan framed by Cawsey et al.’s (2016) change path model in conjunction with the 
conceptual framework of Hall and Hord’s (2006) concerns-based adoption model. This 
OIP further proposes that change path planning is viewed through the lens of the three 
dimensions of culturally responsive pedagogy: institutional, personal, and instructional. 
These three dimensions relate directly to the IQ principles, and embracing them in 
leadership will help to ensure that IQ is an integral part of implementation planning. The 
solution for change, to leverage school literacy teams to work as leadership development 
teams, builds upon the structures and procedures that presently exist in schools. The 
vision is to create a community of practice protocol to develop and strengthen leadership 
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capacity in schools. With this increased capacity, school leaders will be able to execute 
the PDFM tool with success, supporting educators in their professional development, 
improving the quality of instruction, and thereby ensuring that students receive the 
education they deserve.  
Keywords: transformational leadership, social constructivism, Inuit 
Qaujimajatuqangit, culturally responsive leadership, professional development 
framework, community of practice 
BUILDING LEADERSHIP CAPACITY 
iv 
Executive Summary 
In response to demands across the globe for the need to increase student 
achievement, many external bodies have been assessing education systems to measure 
whether they are meeting desired outcomes. A small jurisdiction in a region of Arctic 
Canada came under the scrutiny of an external influence, the auditor general, whose 
report indicated that the Department of Education was not meeting its goal of improved 
student achievement (Office of the Auditor General of Canada [OAG], 2013). In response, 
the Department of Education instituted a professional development framework (PDFM) 
tool for its educators to improve their teaching strategies and in turn improve student 
achievement.  
In 2018, school leaders (principals and vice principals) were given the 
responsibility to lead the implementation process of this tool. To date, many of them are 
not operationalizing the process with fidelity. Although PowerPoint presentations from 
the department were given to them to conduct professional development workshops, the 
delivery of these packages and supporting documents resulted in an inconsistent 
implementation approach. School leaders also expressed a lack of confidence, skills, and 
abilities to execute the PDFM tool correctly and within the suggested implementation 
timeframe. In response to this situation, in my role as a Superintendent of Schools, I 
began working alongside principals to address these challenges.  
This Organizational Improvement Plan (OIP) seeks solutions to address this 
problem of practice (PoP), the faulty delivery of the PDFM tool in K–12 schools. It uses 
a research-based framework that aligns Cawsey et al.’s (2016) change path model with 
Hall and Hord’s (2006) concerns-based adoption model (CBAM). The planning of the 
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change path will be viewed through the lens of the three dimensions of culturally 
responsive pedagogy: institutional, personal, and instructional. These three dimensions of 
culturally responsive pedagogy relate to methods of Inuit Qaujimajatuqangit (IQ), 
translated as Inuit traditional knowledge, and help to ensure that IQ is a part of 
implementation planning. This plan proposes to leverage existing structures and 
procedures in schools by creating a community of practice protocol to develop and 
strengthen leadership capacity, and to support leaders to execute the PDFM tool with 
success.  
Chapter 1 provides a clear picture of the organization’s context and explains the 
broad political, economic, social, and cultural factors that shape the organization and its 
leadership. It illuminates the process of organizational improvement planning through the 
lens of constructivism. These methods align with transformational leadership approaches 
(Durlak & DuPre, 2008; Erkutlu, 2008; Ghasabeh & Provitera, 2017; Leithwood & Duke, 
1999; Leithwood & Jantzi, 2005; Robertson, Grady, Fluck, & Webb, 2006). To generate 
change and move the organization to an improved desired state, the PoP must be 
understood and aligned with the abovementioned components. Thus, the chapter explores 
the PoP from a variety of perspectives and assesses the readiness of the organization for 
change.  
Chapter 2 considers the planning and development of the entire process of the 
change plan to experience some success in its outcomes. In this chapter, social 
constructivist theory and transformational leadership approaches, which are executed in 
the implementation process of the PDFM tool in the schools, are examined. A critical 
analysis of organizational change is presented next. Nadler and Tushman’s (1980, 1999) 
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congruence model and Cawsey et al.’s (2016) change path model best suit the context 
and leadership theory of the change plan and provide two possible lenses through which 
the change process can be understood. The benefits and challenges of four possible 
solutions are explored. The preferred solution within the scope and agency of the change 
agent is selected: A community of practice approach that would leverage existing literacy 
teams into leadership development teams. The chapter concludes with an exploration of 
the ethical considerations and challenges in relation to the implementation process 
throughout the different stages of the change path process.  
Chapter 3, the final chapter of this OIP, presents a change implementation plan by 
applying Cawsey et al.’s (2016) change path model to the three dimensions of culturally 
responsive pedagogy (institutional, personal, and instructional). These three dimensions 
of culturally responsive pedagogy align with the IQ principles and help to ensure that 
they are part of the implementation planning. This chapter concludes with an examination 
of change monitoring and evaluation processes using a plan, do, study, act (PDSA) model 
(Conzemius & O’Neill, 2014), and data collection from participants of the change 
through Hall and Hord’s (2006) CBAM framework. This results in a plan to 
communicate the need for the proposed changes in the process of the PDFM 
implementation.  
This paper concludes with a series of next steps and future considerations, 
including three recommendations, that could inform the implementation of this proposed 
plan in this territory and similar development elsewhere. 
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Chapter 1: Introduction and Problem 
The problem of practice (PoP) presented in this Organizational Improvement Plan 
(OIP) is the faulty delivery of a professional development framework (PDFM) in K–12 
schools in one region of Arctic Canada. In Chapter 1, an overview of the organization’s 
background is outlined for the reader to understand the context in which this 
improvement plan will be executed. This OIP illuminates the process of the 
organizational change through the lens of social constructivism aligned with 
transformational leadership approaches (Durlak & DuPre, 2008; Erkutlu, 2008; Ghasabeh 
& Provitera, 2017; Leithwood & Duke, 1999; Leithwood & Jantzi, 2005; Robertson, 
Grady, Fluck, & Webb, 2006). In addition, this chapter presents possible models for 
effecting change within the organization and reviews different types of analysis through 
which to outline the change process. The leadership framework presented for this change 
will follow the change path model (Cawsey, Deszca, & Ingols, 2016) and the four frames 
model (Bolman & Deal, 2013, 2017), detailed in Chapter 2. 
Organizational Context 
This OIP is situated in one of the three Arctic regions of Canada that came into 
political existence in late 1990s. Aylward (2009) stated that having survived many 
influences of southern Canadian colonial agents, the native people of this territory desired 
to be recognized as equal Indigenous members of Canada’s federation. In addition, they 
recognized the need for a system of education to be both relevant and responsive to its 
context. Since its creation in 2000, the Department of Education has emphasized a 
commitment to restructuring its schools by having bilingual education and the principles 
of Inuit Qaujimajatuqangit (IQ)—Inuit traditional knowledge—as a foundation. 
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Aylward (2009) defined IQ as “all aspects of traditional Inuit culture including its 
values, world-view, language, social organization, knowledge, life skills, perceptions, and 
expectations” (p. 80). Elders have defined IQ as “knowledge that has been passed on to 
us by our ancestors, things that we have always known, things crucial to our survival—
patience and resourcefulness” (Bennett & Rowley, 2004, p. xxi). Using the term IQ 
cannot be confined by Western theories of knowledge and is both culturally and 
geographically steeped in the beliefs of Inuit (McGregor, 2013). The Inuit 
Qaujimajatuqangit Education Framework ([Territorial] Department of Education, 2007) 
delineates the vision for education based on a foundation of IQ. These eight principles, 
known as Inuit Piqujangit, are listed in Table 1 and are described in detail in Chapters 2 
and 3.  
Table 1 
Inuit Qaujimajatuqangit Principles 
 
Note. Adapted from Inuit Qaujimajatuqangit Education Framework for Territorial 
Curriculum, by [Territorial] Department of Education, 2007, pp. 33–34. Copyright 2007 
by Government of [Territory]. 
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The IQ principles help to guide one’s actions and may also represent ways of 
knowledge acquisition (Mercer, 2019). They help to identify the philosophical beliefs of 
the territory in which this OIP is placed and its geographical setting. The territory spans 
roughly 2 million square kilometers of Canada, with a population of approximately 
40,000. It has fewer than 30 communities that range in size from a population of 25 to 
almost 6,000. There are no communities with road access, which means all goods, and 
people, are transported by air or sealift (Wihak, 2005).  
Within 30 years of the first federal initiative to educate children living in the 
Arctic of Canada, representatives and parents accomplished significant control over the 
education system through the creation of regional school operations (RSOs). Prior to this 
period, children were sent to residential or day schools to be educated by non-Indigenous 
people (McGregor, 2013). Since then, the central concern of the government, through the 
support of the Department of Education and with the aid of Elders as teachers, has been 
to promote bilingual instruction to ensure that school programs are more reflective of the 
region’s language, culture, traditional environmental knowledge, and experiential 
learning opportunities (Berger, 2009; McGregor, 2010).  
The Department of Education, at the territorial and regional levels, utilizes a 
hierarchical authority structure in which policies and procedures are dictated from the 
leadership within the organization (Bolman & Deal, 2013, 2017). The assistant deputy 
minister (ADM) of education is directly responsible for programs and services that 
support early childhood education, the K–12 school system, adult learning, and literacy. 
The K–12 School Operations Division, one of nine divisions of the Department of 
Education that spans the three regions, is supervised by executive directors (EDs). The 
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EDs, in conjunction with superintendents of schools (SOS) and administrative office staff, 
support the delivery of the education program in approximately 40 schools across the 
territory. Each of the three RSOs has a senior management team that consists of an ED 
and SOS. 
Territorial profile. At the beginning of a government’s new term in office, the 
deputy minister issues a mandate letter to the ADM that outlines priorities and goals to 
guide the work of the Department of Education in a new fiscal year. Over the last 3 years, 
the Department of Education has realigned its organizational structure, as seen in Figure 
1. The responsibility for implementing the PDFM described in this OIP falls to these 
educators. 
 
Figure 1. A simplified organizational chart of the Department of Education depicting the 
governance of the senior management team. 
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One of three newly created divisions is responsible for mandatory staff training to 
support government priorities for all groups of educators in the K–12 schools. This 
organizational structure places SOS as middle managers of the K–12 School Operations 
Division, who are supervised by regional EDs. Divisional senior managers regularly 
participate in weekly discussions to revise and develop directives, annual plans, project 
charters, policies, and regulations, including the development of the PD framework tools, 
for groups of educators in the schools. Annual plans are used as the only strategic tool to 
achieve departmental goals in schools in which the vision and mission statements are 
stated.  
In 2018, at our senior management retreat, the Department of Education 
introduced a new vision which included the writing of a 10-year strategic plan, a historic 
move, as there had not been one before. The news was shared at our annual principals’ 
conference in mid-September. In the 2019–2020 school year, all schools were expected to 
participate in a 1-day workshop as part of the strategic planning process. However, this 
workshop was delayed as operations in schools were halted due to the COVID-19 
pandemic as a precautionary measure.  
As one of the deliverables of the K–12 Operations Division, and one of the four 
priorities of its 2017–2018 annual plan, is directly connected with the implementation of 
the PDFM tool in our schools. The goal is to promote equity and standardization across 
the territory, with a focus on increasing access to a high-quality education program. 
Among other uses, it ensures that measures are taken to monitor and evaluate the planned 
activities, so they remain aligned with departmental priorities and achieve intended 
outcomes.  
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Regional profile. The Department of Education leads the curricular development, 
professional development, and leadership structures of all schools in the territory. The 
RSOs and the local District Education Authorities (DEAs) operate approximately 40 
schools in each of the territory’s three regions. The three RSOs are responsible for 
contribution agreements, human resources, and staffing. The Educator Development 
Division is responsible for the delivery of territorial/regional training and program 
initiatives. More specifically, the RSOs are responsible for supervising and supporting 
the execution of education across the territory. Direct support is given to principals, 
teachers, and other school staff to ensure that students receive high-quality instruction 
and assessment. The DEAs, in conjunction with the RSOs, are responsible for overseeing 
principals, community outreach, cultural programs, local improvement, and most daily 
school operations. 
The region in which I work has over 11 schools in more than five communities, 
with an overall school enrollment of approximately 7,000 students and 400 staff. As an 
SOS, I supervise principals in schools with varied profiles, such as Grades K–12, K–6, 5–
6, and 7–12. Principals with different years of experience and training lead these schools. 
Four of them have been principals for over 15 years, and for most of those years they 
have worked in Arctic Canada. One principal has less than three years’ experience and 
has worked over five years as a teacher in Arctic Canada. Another was a principal for 
over 10 years in a province south of Arctic Canada but has worked over two years as 
principal in Arctic Canada.  
Teachers who have been trained in universities outside of Arctic Canada 
constitute about two-thirds of the territory’s teaching population; this statistic also 
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mirrors the principals of their schools. Despite the monetary perks, teacher turnover rates 
are as high as 40% in the territory ([Territorial] Department of Education, 2016). This is 
due to the high cost of living, exorbitant airfares to visit family in other parts of Canada, 
extreme cold weather, and the remoteness of living in the Arctic. Part of the strategic plan 
for all government departments is to increase Inuit participation in the workforce, and 
increase teacher training and retention of Inuit teachers to be representative of the 
population. 
Call to action. The Minister of Education of this particular region of Arctic 
Canada has stated that the vision of education, in response to an auditor general report 
(OAG, 2013), is to  
aim for . . . high school graduation rates to be on par with the rest of Canada and 
for the majority of [its] . . . youth to graduate from high school, college or 
university, and with the same level of skills, knowledge and abilities as graduates 
from anywhere in Canada. ([Territorial] Department of Education, 2018, para. 1) 
This vision reflects the division’s neoliberalist views. It is greatly influenced 
nationally by external factors, grounded in market economy competitiveness, and 
espouses to be inclusive, responsive, and student centered (Harvey, 2007). It also 
responds to calls to action from the Truth and Reconciliation Commission (2015), which 
included the need to improve education outcomes for Inuit students (Government of 
Canada, 2019). 
Confirmed by Statistics Canada (2013), the territory has the lowest graduation 
rates of all provinces and territories for every year on record. This rate is one of the 
indicators of success and overall education improvement in our schools. In the early 
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2000s, less than 40% of students from this territory graduated from high school. Each 
year, more than half of all Inuit students do not complete high school, and of those few 
who do, most will not pursue postsecondary education (Berger, 2009; Dorais & Sammons, 
2002; Statistics Canada, 2013). The most recent statistics reveal that only 15% of people 
in the territory aged 25 to 64 hold a high school diploma as their highest level of 
educational attainment, compared to 86% nationwide (Statistics Canada, 2018). Of equal 
importance is to protect, maintain, and promote Inuit culture, and foster Inuktut 
bilingualism, in all K–12 schooling. 
In response to this call to action, the Department of Education developed four 
priorities for 2017–2018 as part of its annual plan to support territorial learners and meet 
the government mandate:  
1. A sustained focus on improving learning outcomes, with an emphasis on 
literacy.  
2. Better support for schools, employees and partners to build capacity and 
improve the quality of instruction in our system.  
3. Working to promote equity and standardization across the territory, with a 
focus on increasing access to a high-quality education program. 
4. A focus on increasing Inuit employment as a means of supporting learners and 
ensuring the development and support of Inuktut. 
The professional development framework. In 2018–2019, one of the initiatives 
introduced in the schools to address the mandate was the PDFM tool. This tool was 
developed to fulfill Priority 3 (working to promote equity and standardization across the 
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territory, with a focus on increasing access to a high-quality education program) for 
different groups of educators, including school leaders, teachers, and language specialists.  
Many Canadian and international systems have established PDFMs to support 
effective professional development for educators, school leaders, and support-focused 
positions within their organizational structures (Australian Institute for Teaching and 
School Leadership, 2012). The Department of Education adapted and implemented the 
existing Australian Professional Standards for Teachers, which incorporated 
competencies specific to working with their Indigenous communities (Australian Institute 
for Teaching and School Leadership, 2011; Timperley, 2011). The purpose of identifying 
and implementing professional development standards in their schools was to increase 
student achievement and create successful school leaders and teachers who had the skills 
to become adaptive experts (Bransford, Derry, Berliner, & Hammerness, 2005; Hatano & 
Oura, 2003; Staber & Sydow, 2002).  
Adaptive experts are flexible in their responses to new challenges by constantly 
reviewing their practice for its effectiveness in any given circumstance and seeking new 
knowledge and skills to meet unfolding challenges (Timperley, 2011; Vygotsky, 1978, 
1986). Nationally and internationally, evidence is unequivocal that the quality of teaching 
is the most significant in-school factor affecting student outcomes (Hattie, 2012; McNeill 
& Krajcik, 2008; Ronfeldt, Farmer, McQueen, & Grissom, 2015; Sergiovanni, 1998). 
There is also strong evidence that educator and school leader performance can be 
improved through better assessment and feedback leading to targeted professional 
development (Goe, Biggers, & Croft, 2012; Herman, Gates, Chavez-Herreias, & Harris, 
2016; Timperley, Wilson, Barrar, & Fung, 2008), as shown in Figure 2. The Department 
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of Education is committed to supporting the growth of classroom teachers in their 
profession within a culturally rich Indigenous environment to achieve the best possible 
student outcomes. 
 
Figure 2. The continuous professional development cycle. 
 
As a result, the PDFM for classroom teachers replaced the Territorial Teacher 
Evaluation tool at the beginning of the 2018–2019 school year. The intention was to 
enhance the effectiveness of educators’ practice by increasing their ability to generate 
value for the students they serve (Cawsey et al., 2016). Principals are expected to lead 
their teachers in collaborative, reflective, and supportive professional conversations as 
they go through the PDFM (Avalos, 2011; Whitworth & Chiu, 2015). To do this 
successfully, principals need to execute effective leadership practices such as improving 
teaching practices, being facilitators of teacher reflective practices, and promoting a 
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stronger academic emphasis that will directly or indirectly have a positive effect on 
student learning outcomes (Day, Gu, & Sammons, 2016; Leithwood, Harris, & Hopkins, 
2008; Mathew, Mathew, & Peechattu, 2017).  
The PDFM is not an evaluative tool in terms of assessing teachers’ skills, 
knowledge, or competencies, or as a measure of the content of the framework standards. 
Rather, it is evaluative in that both principals and teachers are required to complete the 
PDFM implementation process. All teachers, language specialists, learning coaches, and 
student support teachers are required to complete an individual PDFM self-reflection and 
to list three to four measurable, time-specific developmental goals (Killion, 1999). 
Principals encourage, communicate with, and support teachers in achieving these goals. 
These nonevaluative measures occur yearly through a series of principal-led ongoing 
professional learning conversations (formal and informal), instructional leadership, 
classrooms observations, walk-throughs, and engagement in the teaching and learning 
process.  
Although teachers are not formally evaluated on their progress with the PDFM 
tool or goal achievement, they self-reflect on the professional strands and are held 
accountable to complete the goal-setting process. They must communicate with the 
principal and other support staff about the methods that they may use or supports they 
may require to achieve their learning goals. Principals should monitor these goals, and 
efforts should be taken to support teachers in successfully achieving their goals and 
reporting their progress. Teachers are encouraged to be actively engaged not only in a 
series of professional learning opportunities and development in embedded PD planning, 
but also in additional professional interest tasks. Principals monitor the process by 
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• conducting ongoing professional learning discussions, staff-wide and 
individually;  
• participating in school-wide professional development planning; 
• supporting goal selection; 
• discussing the self-reflection process; 
• being involved in instruction and assessment, through a series of ongoing 
classroom visits and walk-throughs; and  
• leading the development of a learning development team within the school. 
The professional standards in the PDFM are based on evidence of effective 
instructional practices in K–12 schools across the region and are interconnected, 
interdependent, and overlapping. They are grouped into three domains of teaching: 
professional knowledge, professional practice, and professional engagement. Each of 
these standards, through four career stages, provides benchmarks for teachers to identify 
the professional growth they need throughout their careers. In addition, these standards 
help new and experienced teachers understand the skills, values, and behaviours required 
for effective teaching as they focus on deepening content knowledge and pedagogical 
skills (Sparks, 2002).  
During this process, teachers are required to reflect on their practice, and 
principals give constructive feedback through observations of their practice throughout 
the school year. With their school leaders (principal and/or vice principals), teachers 
agree on their performance goals and plan for targeted professional development 
opportunities. To foster self-efficacy and have a sense of ownership over their learning, it 
is important for teachers to identify their own professional development needs and goals 
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(Campbell, Lieberman, & Yashkina, 2017). This is done through a cyclical process, as 
shown in Figure 3, of ongoing feedback, reflection, and review that ensures improved 
performance throughout a classroom teacher’s career.  
 
Figure 3. The cyclical process of the PD framework between principals and teachers. 
In essence, this PDFM tool is designed to help teachers and school leaders 
consider evidence-based standards to inform professional development and planning for 
change (Timperley, 2011). In addition, it aims to deepen teachers’ understanding of the 
teaching and learning process and the students they teach (Darling-Hammond & 
McLaughlin, 1995). The role of the Educator Development Division is to provide training 
and professional development support for all educators in the schools. The development 
and implementation of the PDFM tool is an example of their input.  
Leadership Position and Lens Statement 
In this section, the theoretical underpinning of transformational leadership is 
discussed to inform the leadership theory of this OIP. I seek to influence and motivate 
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principals “to do more than they originally intended . . . and more than they thought 
possible” (Bass & Avolio, 1994, p. 3) and to effect change in the organization. I believe 
using transformational leadership will be an effective approach to build capacity in 
principals (Bass, 1985, 1998; Burns, 1978; Leithwood, Jantzi, & Steinbach, 1999; Quin, 
Deris, Bischoff, & Johnson, 2015). Certain leadership behaviours can inspire followers to 
attain a higher level of thinking, a heightened commitment of vision, and a better way to 
solve problems (Bass, 1985, 1998; Bass & Avolio, 1994), such as those that occur during 
the implementation of the PDFM tool.  
In the context of this OIP, the definition of transformational leadership is “a 
process that changes and transforms people” (Northouse, 2018, p. 163). Transformational 
leadership is about improving the performance of followers and developing them to their 
fullest potential (Avolio, 1999; Bass & Avolio, 1990b; Kuhnert, 1994). Steinmann, Klug, 
and Maier (2018) stated that transformational leaders have strong values and ideals and 
effectively motivate their followers to behave in ways that support the common good. 
According to Burns (1978), this kind of leadership has a moral impact not only on the 
leader, but also on followers. It focuses on showing people the vision and mission and 
supporting others toward realizing them. Transformational leaders do not ask people to 
follow. Rather, through intensity of positive passion and honesty, people are motivated 
and influenced to follow them, which tends to have a long-lasting and empowering 
impact (Hunt, 1999; Parolini, 2012).  
The positive relationships I have formed with school leaders over the years as 
their SOS will set the stage for me as the change agent to lead the change through a 
transformational lens. For example, through telephone conversations, school visits (2–3 
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times per year), and face-to-face leadership conferences (1–2 times per year), I will have 
opportunities to ask principals how the implementation of the PDFM tool is being 
executed. I will model the process through role play to generate discussions. Through 
these interactions, the goal will be to empower and increase principals’ confidence in 
taking their teachers through the PDFM process. They will experience first-hand how to 
facilitate conversations with their teachers through a reflective cycle before those 
teachers develop their professional developmental goals. By building principals’ 
confidence and capacity, our interactions will directly support transformational leadership, 
the chosen leadership approach of this OIP. 
Transformational theory connects well with my leadership practice. My 
professional journey began 20 years ago and has been greatly influenced by my late 
father, a principal from the West Indies. He modelled teaching in classrooms to 
demonstrate his expectations to his staff. As a principal, vice principal, and a consultant 
for over 10 years in Jamaica, I walked beside principals as they led their staff to develop 
different initiatives. These experiences have influenced me to be the kind of educator 
who exhibits an indomitable passion and genuine spirit.  
Upon immigrating to Canada in the late 2000s, my first experiences were as an 
educator and administrator in a school in Arctic Canada. I served as student support 
teacher and periodically as acting principal over a span of four years. I then moved to the 
regional office as a program consultant and have acted in my current role as an SOS for 
approximately five years. The common thread in my leadership practice has been one of 
influence. Although I supervise principals and ensure that they execute the priorities of 
the Department of Education and the various initiatives in their schools, I remain 
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consistent in providing a welcoming and collaborative learning environment and model 
being a learning leader to the people I serve. 
Transformational leadership informs my leadership actions, and the competencies 
outlined in this OIP, as viewed through a constructivist theory lens (Piaget, 1926; 
Vygotsky, 1978, 1986). Constructivism theorizes that people actively create knowledge 
based on what they already know. They form meaning with a learner-centered approach 
through collaborative process with each other (Piaget, 1926). Social constructivism 
influences how I relate to principals and how they interact with teachers. Examples 
pertinent to the implementation process of the PDFM tool include collaborating as new 
knowledge is created, reflective practice, problem-solving, goal setting, and creating 
space for metacognition. It is important for teachers to identify their own professional 
development needs and goals in order to have a sense of ownership over their learning 
(Campbell et al., 2017). Stemming from this reflective process, Bandura (1986, 1993, 
1997, 2012) posited that as people’s belief in their own efficacy grows, outcomes 
improve. In this case, successful outcomes would include the long-term benefits from 
effectively executing the PDFM process in the territory’s schools.  
The constructivist concept of leadership originated from Burns’s (1978) work 
concerning political members. In the late 1980s and 1990s, Leithwood and his colleagues 
introduced transformational leadership to educational settings in Canadian research. 
Deming’s model of continuous improvement, which emerged in the mid-1990s, will be 
used in the implementation process of this organizational change as it shows adaptability 
to school systems and has the potential to support organizational change (Evans, 
Thornton, & Usinger, 2012). Continuous improvement is a goal of school systems as they 
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seek to meet the challenges of being innovative and collaborative to improve educational 
outcomes for all students.  
Transactional leadership is not an effective approach to leading change in this PoP 
because it focuses on the transaction that occurs between the leader and the follower. It is 
generally adequate to maintain the status quo but does not stimulate change as 
transformational leadership does. For example, principals could go through the PDFM 
tools with their teachers as another task to be checked off their list, without the process 
being meaningful to them or their teachers in changing practice. Furthermore, research 
suggests that this type of leadership does not necessarily extend to leaders creating 
trusting and mutually beneficial relationships with their followers (Notgrass, 2014). A 
transactional leadership approach is superficial in that it does not sustain or lead to a deep 
change in practice (Connor, 2004; Juneja, 2019). Student learning will not improve if the 
individuals leading that learning are not themselves deeply engaged in seeking 
professional learning opportunities that have been developed for the context of our 
communities and our schools (C. Brown, 2019). Without a transformational approach, the 
risk is that the status quo will remain, and improved student achievement will not be 
achieved.  
Transformational leadership based on Bass and Avolio’s (1990b) model, as 
shown in Figure 4, best suits my OIP. It aligns with the researcher’s leadership style and 
the change leadership approach that will be executed in the organization for this OIP.  
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Figure 4. Transformational leadership compared to transactional leadership.  
Adapted from “The Implications of Transactional and Transformational Leadership for 
Individual, Team, and Organizational Development,” by B. M. Bass and A. J. Avolio, 
1990a, Research in Organizational Change and Development, 4, p. 236. Copyright 1990 
by Emerald.  
 
Bass’s (1990a, 1990b) work on transformational leadership gives prominence to 
transformational leadership behaviours—daily behaviours or activities that improve the 
organization’s overall performance and outcomes. In this model, leaders inspire followers 
beyond their self-interests through the four pillars of influence, inspiration, intellectual 
stimulation, or individualized consideration (Bass, 1990a, 1990b; Erkutlu, 2008; Geijsel, 
Sleegers, Leithwood, & Jantzi, 2003; Leithwood, Seashore Louis, Anderson, & 
Wahlstrom, 2004). Principals, teachers, and the change agent will need to exhibit these 
behaviours to effectively implement this OIP: 
• Inspirational motivation involves leaders communicating high performance 
expectations in an encouraging and enthusiastic manner to motivate and inspire 
those around them. These practices give “meaning and challenge to followers’ 
work” (Bass & Avolio, 1994, p. 3). 
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• Individualized consideration involves leaders coaching, mentoring, and providing 
feedback that is consistent with each individual’s needs to promote their personal 
potential (Avolio, Bass, & Jung, 1999).  
• Intellectual stimulation calls upon leaders to challenge followers to embrace new 
ways of thinking and doing, and to reassess values and beliefs. Leaders solicit 
new ideas from followers and show patience for mistakes, with the intention to 
develop followers’ capacities to a higher level. Assumptions are challenged and 
problems are reframed (Bass, 1985).  
• Idealized influence is leadership providing vision and a sense of mission while 
displaying total commitment to the vision and mission. This behaviour entails 
leaders putting the followers’ needs first, doing the right thing, showing high 
moral standards, and avoiding the use of power for personal gain (Bass, 1985). 
Evidence demonstrates that these transformational leadership behaviours have 
significant and progressive influence over followers within an organization going through 
a change process (Bică & Firică, 2010; Tucker & Russell, 2004). Now that the 
researcher’s positioning and the theoretical lens have been declared, the next section 
examines the alignment of the PoP for this OIP. 
Leadership Problem of Practice 
The leadership PoP to be addressed is the faulty delivery of the PDFM framework 
in K–12 schools throughout our region of Arctic Canada. The current implementation is 
flawed because principals have been unable to thoroughly and successfully execute it 
given the timelines provided.  
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The implementation challenges may be a result of frequent interruptions at work, 
a lack of understanding of the PDFM’s purpose, or limiting beliefs of its value. Some 
principals may lack the instructional leadership skills to lead professional learning 
conversations during the self-reflection element. They may feel their role is to dictate to 
teachers the professional developmental goals that would lead to a positive evaluative 
result rather than engage in a formative process. Based on observations and conversations 
with principals, they also struggle with leading this process with teachers who are not 
formally trained with a Bachelor of Education (BEd). Principals believe more time is 
needed to ensure such teachers understand the strands and the steps required in the goal-
setting process. These challenges may result in principals rushing to a tick-the-box 
approach to fulfill the requirements. 
As Bredeson (2000) purported, principals have a significant influence on teacher 
professional development through their values and beliefs, which could influence the 
effective delivery of PD in schools (Jacobson et al., 2005). The implementation process 
of this OIP requires proper supports in capacity building and a plan for school leaders to 
be able to identify and solve obstacles they might encounter (Elmore, 2002; Forman, Olin, 
Hoagwood, Crowe, & Saka, 2008; Hrebiniak, 2006). It also requires that principals 
develop the leadership skills necessary to support teachers in this endeavour. 
The purpose of the PDFM tool is to ensure that students receive the education 
they deserve, one that is mindful of the cultural contexts and colonial history that 
continue to oppress Inuit people. Embedded and ongoing professional development that 
adheres to the standards provided in the PDFM tool enables teachers to build upon the 
skills and teaching strategies needed to support these students. The status quo suggests 
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that the current implementation process may be flawed, leading the researcher to ask 
three guiding questions:  
1. What leadership skills might school leaders need to develop to support 
teachers to implement the PDFM tool successfully?  
2. How can capacity be built among school leaders to execute the PDFM tool 
efficiently?  
3. How will school leaders know they have successfully implemented the PDFM 
tool to ensure that teachers build upon the skills and teaching strategies 
needed to support student learning?  
In exploring these questions, there is a possibility that the implementation process 
of the PDFM tool could be corrected to achieve the ultimate goal of improving the 
quality of educators’ professional development experiences (Guskey, 2002). The next 
section explores the PoP in more detail and frames it for the reader. 
Framing the Problem of Practice 
Bolman and Deal’s (2013, 2017) four frames are lenses through which the PoP 
can be viewed. They offer multiple perspectives to make sense of the organization in 
which the researcher, as the change agent, seeks to evoke change. The four frame model 
consists of structural, human resources, political, and symbolic frames. The PoP is 
viewed through each of these frames below. 
Structural frame. The structural frame considers the policies, procedures, and 
hierarchies that comprise the standards and formal roles in an organization (Bolman & 
Deal, 2013, 2017). In schools, principals, vice principals, student support teachers, and 
learning coaches work together as a literacy team. Literacy improvement is another 
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initiative that the Department of Education has prioritized. On a monthly basis, time is 
usually given for this team to meet, and through this initiative a community of practice 
(CoP) has been established within the schools. The learning coaches and the student 
support teachers work closely with teachers and do not have classes of their own.  
When it comes to the execution of the PDFM tool, the principal and the vice-
principal lead the teaching staff through the process. The expectation of the Department 
of Education is that school leaders will do so based upon the given timelines. Early in the 
school year, teachers should have an opportunity to set their developmental goals and 
share this information with school leaders, who will support them as they work through 
these goals throughout the year. 
The structural frame in the PDFM’s set of professional standards requires leaders 
to know the curricular content and how to teach it, plan for and implement effective 
teaching and learning, and assess and provide feedback on student learning ([Territorial] 
Department of Education, 2018). To the researcher’s knowledge, only one of the school 
leaders has been able to take her staff through the PDFM process effectively and within 
the expected timelines. The other school leaders have not been able to do so for a host of 
reasons. External reasons include lack of time, absenteeism (theirs and staff) due to 
illness, school interruptions due to social issues such as the suicide of a student, and 
school closures due to extreme weather conditions. Internal reasons already listed under 
Leadership Problem of Practice include lack of leadership skills and limiting beliefs. One 
of my school leaders expressed a struggle with executing the PDFM because of a lack of 
belief in and a limited understanding of the positive impacts the PDFM process may 
provide.  
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Human resources frame. The human resources frame views the organization 
from the perspective of the employees and their relationship within and to the 
organization (Al-Omari, 2013; Bolman & Deal, 2013, 2017). This frame supports efforts 
to understand individual principals, their needs, and their values to move the organization 
to its desired state through transformational leadership.  
Principals are required to lead their teaching staff through the PDFM tool. They 
must engage their staff in ongoing professional learning and interprofessional 
collaboration with colleagues, parents, guardians, and the community ([Territorial] 
Department of Education, 2018). At present, only one of the five principals in my region 
has training and experience in this tool from a school in a jurisdiction outside of Arctic 
Canada. The Educator Development Division gives PowerPoint presentations to the 
principals with the expectation that they will facilitate workshops on its use and purpose 
with their staff. This method assumes that principals have experience with instructional 
leadership and professional development, which may be part of the reason the current 
execution of this tool is so ineffective. No intentional training opportunities outside of the 
delivery of prepackaged scripted presentations have been provided for school leaders. At 
this point, they are simply expected to learn the necessary skills and implement the tool. 
The researcher has observed through conversations and school visits that some of 
the principals do not fully understand the content of the PDFM tool. When it comes to 
leading the process with their teachers and engaging in learning conversations, these 
principals do not have the required skills. They do not yet appreciate the link between 
teacher quality, professional development, and student success that could be achieved 
(Darling-Hammond, 1998; Hawley & Valli, 1999; Kent, 2004; Marzano, 2003). This 
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disconnect has created a lot of frustration, insecurity, and mixed messaging among school 
leaders and teaching staff. Through teleconference calls and school visits, they have 
posed many questions about the tool. Particularly among the school leaders, motivation 
and confidence to execute the PDFM process within the timelines required by the 
Educator Development Division are lacking. This dissatisfaction and uncertainty have 
also led to growing levels of mistrust in the school system. 
School leaders have found it challenging to shift their thinking from how they 
used the former Territorial Teacher Evaluation tool to how they are expected to use the 
PDFM. A key difference is that unlike the former tool, the PDFM is formative, not 
evaluative. They have expressed doubts about the effectiveness of PDFM process, where 
the intention is centered on improved student achievement and growth (Danielson, 2002; 
Elmore, 2002; Garet, Porter, Desimone, Birman, & Yoon, 2001). The human resources 
frame highlights a gap in the implementation process and the need for principals to better 
understand the tool so that they can execute it well.  
Political frame. The political frame considers external influences that may 
directly affect the impact, role, and purpose of schooling, which are often complex and 
multilayered (Bolman & Deal, 2013, 2017; Cawsey et al., 2016). Change leaders must try 
to understand these influences to be able to engage in the change process in meaningful 
ways (Mercer, 2019). 
A major political influence framing the PoP is the auditor general’s report on the 
educational status of the territory’s schools (OAG, 2013) and its failure to produce 
graduates of quality and quantity. The report advocated that the Department of Education 
ensure that all students develop self-reliance, be provided with a learning environment 
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that encourages academic success, and be guided by Inuit culture and values. Territory 
leaders responded. As noted under Organizational Context, the then–Minister of 
Education issued a call to action, propelled the realignment of the Department of 
Education, and established annual plans. One of the priorities identified in these plans, to 
align with the new vision, was the implementation of the PDFM for educators throughout 
the territory. 
Another major external factor that influences this OIP is the Truth and 
Reconciliation Commission’s (2015) call to action No. 10. It calls to improve the 
education attainment levels and success rates applicable to this OIP and therefore 
heightens the importance of this project: 
We call on the federal government to draft new Aboriginal education legislation 
with the full participation and informed consent of Aboriginal peoples. The new 
legislation would include a commitment to sufficient funding and would 
incorporate the following principles:  
• Providing sufficient funding to close identified educational achievement gaps 
within one generation.  
• Improving education attainment levels and success rates.  
• Developing culturally appropriate curricula.  
• Protecting the right to Aboriginal languages, including the teaching of 
Aboriginal languages as credit courses.  
• Enabling parental and community responsibility, control, and accountability, 
similar to what parents enjoy in public school systems.  
• Enabling parents to fully participate in the education of their children.  
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• Respecting and honouring Treaty relationships. (Truth and Reconciliation 
Commission, 2015, Call to Action 10, p. 2; emphasis added) 
The challenge the school system faces is to achieve high quality academic 
standards while integrating Inuit cultural knowledge and languages. Reflecting upon the 
cultural and linguistic content of the PDFM, along with adhering to a lens that respects 
the use of the IQ principles, is an intentional way to meet this challenge. It cannot be 
ignored that the failure to do so threatens the dream of Inuit self-determination and will 
continue to hinder the cultural and linguistic rights for people in the territory (Mercer, 
2019). 
Symbolic frame. The symbolic frame focuses on aligning individual goals with 
organizational goals to create a sense of purpose or meaning in one’s work (Bolman & 
Deal, 2013, 2017). The symbolic meanings, beliefs, and faith created by past experiences 
are examined and connected with members of the organization in a purposeful way 
(Bolman & Deal, 2013, 2017). Understanding the PoP through this frame will play an 
important role in tying the PDFM tool to the culture of the organization. This connection 
will help to ensure that Indigenous culture and IQ principles are used to lead towards a 
collective reflection on the mission and goals of the Department of Education. The 
professional standards require that leaders and teachers know the territorial context and 
how to implement IQ principles and societal values ([Territorial] Department of 
Education, 2018). The integration of the symbolic frame may facilitate greater 
collaboration to achieve success in the implementation of the PDFM tool.  
Within the schools are Indigenous teachers and Elders who have first-hand 
knowledge and experience of Inuit culture, beliefs, and values. It is customary for Elders 
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to be employed as storytellers in the schools. Use of their knowledge greatly informs 
instruction and curriculum. The symbolic frame recognizes that Inuit pedagogy relies on 
the use of oral histories, ceremonies, and traditions. Approximately 40% of the educators 
in the region are Inuit. Their cultural and spiritual expertise must be supported as part of 
the professional development required in the PDFM tool. 
Local expertise in ways of knowing aligns with the IQ principles that underpin the 
PDFM tool and that have been identified as a series of professional standards to ensure 
the creation of a culturally relevant, safe, and supportive learning environment 
([Territorial] Department of Education, 2018). The transfer of these professional 
standards and principles from the PDFM tool into the teaching and learning practice of 
educators from observation is not easily identified operationally. Using the tool to 
connect this knowledge to student learning is a gap in its implementation.  
Now that the PoP has been framed, it is useful to examine external factors that 
shape it.  
Factors Shaping the Problem of Practice 
The purpose of this section is to guide the reader to understand the context of the 
PoP by exploring the external factors that shape it (Cawsey et al., 2016). One way to do 
so is through a PESTE analysis. PESTE is an acronym for the political, economic, social, 
technological, and ecological/environmental factors within a specific context (Cawsey et 
al., 2016). Given that political influences were explained in detail above, this section 
concentrates on relevant socioeconomic, technological, and environmental factors.  
Socioeconomic. The socioeconomic factors that shape the PoP relate to the 
territory’s unique geography and demographics. It has vast lands in which isolated 
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communities are situated. The only way persons living in these communities can connect 
with one another, and to other regions of Canada, is by air or sea (Wihak, 2005). Land 
access is possible only during the winter on skidoos. It is therefore difficult and 
exceptionally expensive for people to connect. Lack of housing, low employment rates, 
and high cost of living are pressing challenges that affect all residents, and their 
implications are far-reaching. There is a severe housing shortage, with most families 
having three generations living under one roof, and food costs are up to three times the 
national average (Otus Group, 2017). The territory has the largest percentage of youth in 
Canada, with 51% of its people under the age of 20; however, only 18% of young people 
graduate from high school (Otus Group, 2017).  
These factors grimly affect the living conditions and food security of the 
population, which includes students and school personnel. Ultimately, the well-being and 
education of students are affected, creating complex challenges for principals, teachers, 
and educational leaders to navigate while trying to fulfill the vision and mission of the 
Department of Education. They are sure to impact the proposed change for my OIP. 
Technological. Given the distances between communities, communication in the 
territory occurs mainly through the Internet and over the phone. These channels come 
with grave challenges as they sometimes do not work efficiently. As well, many 
households in the community are excluded as they do not have internet, making online 
learning options unfeasible. Even when technological solutions are in place, distances 
hinder engagement with principals and the fostering of interschool connections. 
Technological challenges—and opportunities—may also affect professional development 
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programs. Where technology might be used as a communication tool to effect change, the 
pros and cons should be taken into account. 
Environmental. In terms of environmental factors, the extreme weather in Arctic 
Canada causes frequent interruptions to the school year. Among other issues, the 
interruptions leave less time for school leaders to focus on professional development. For 
the change agent, it impedes travelling to schools and executing the OIP’s 
implementation plan. The distances between communities also affect the ability to 
interact with school leaders in a meaningful, ongoing manner. 
Having identified these external and internal factors as part of the process in 
making a change in the organization, the question now posed is what appropriate 
leadership theory needs to be employed to change from the current state to the desired 
future state? 
Guiding Questions Emerging From the Problem of Practice 
As mentioned above, three guiding questions emerge from the PoP: 
1. What leadership skills might school leaders need to develop to support 
teachers to implement the PDFM tool successfully?  
2. How can capacity be built among school leaders to execute the PDFM tool 
efficiently?  
3. How will school leaders know they have successfully implemented the PDFM 
tool to ensure that teachers build upon the skills and teaching strategies 
needed to support student learning?  
In this section, each of these questions is considered in turn.  
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What leadership skills are needed? School leaders’ support of teacher 
professional development is critical to the creation and success of a school learning 
community (Johansson & Bredeson, 2000). Quality teaching is an important factor that 
affects student learning and achievement, and using a PDFM tool may contribute to 
improving teachers’ skills and abilities (Fullan & Hargreaves, 2016). To foster this 
improvement, school leaders need to adopt a leadership approach that is not only 
instructive but also inspiring. They must meet the unique cultural, social, and linguistic 
factors prominent to the context of Arctic schools in Canada. Through transformational 
leadership, school leaders may create a culture of engaging pedagogy, mutual trust, and 
regular feedback as they take teachers through this process of change. School leaders 
need to be able to inspire, empower, and challenge their teachers to transcend their own 
self-interests to achieve a higher level of function (Barling, Christie, & Hoption, 2012; 
Bass, 1985; Bass & Bass, 2008; Bass & Riggio, 2010).  
To implement the PDFM process effectively, school leaders must demonstrate the 
key pillars of transformational leadership shown in Figure 4. Related empowering 
behaviours include delegation of responsibility to followers, enhancing followers’ 
capacity to think on their own, and encouraging followers to come up with new and 
creative ideas (Kark, Shamir, & Chen, 2003). In addition, among other qualities, school 
leaders need to be able to build and sustain a school vision. Their inner compass should 
consistently point them toward the territorial vision of Inuit schooling while never losing 
sight of their individual schools’ vision, mission, and goals (Stronge, Richard, & Catano, 
2008).  
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To meet these requirements, leaders should aspire to share leadership and lead a 
learning community. In the schools that use the PDFM tool, teachers who do not have a 
bachelor’s degree will need additional support to develop an understanding of the tool’s 
content and be able to execute its processes successfully. A key responsibility of school 
leaders is to sustain learning. This deliverable can best be accomplished by leading 
efforts that are focused on long-term outcomes, such as supporting individual 
professional developmental goals, building teacher collaboration, and promoting 
community consultation on learning. Sharing leadership with teachers promotes 
reflection and collaborative investigation to improve teaching and learning. Existing 
procedures and structures in the schools can accommodate these considerations, and this 
work may be successfully done through a school team approach. Teacher leaders within 
these teams can subsequently lead change by asking questions related to school 
improvement, as part of the PDFM process, and feel empowered to help find answers 
(Marshall & Reason, 2007). 
How can capacity be built? Implementation of the PDFM tool can build teacher 
capacity. School leaders would help teachers to identify their individual goals and 
priorities, and align professional development opportunities, so that these activities do not 
become fragmented, isolated, and incoherent. Including a focus on student learning needs, 
and working to align these concepts with professional development planning, is desired. 
These steps may help teachers become more involved as decision-makers in their own 
learning and initiate creative and reflective dialogue about the structure, process, and 
desired outcomes of teacher learning, which may also support improved student 
outcomes overall.  
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In collaborating with teachers, school leaders work to design, deliver, and plan 
content for learning opportunities that align professional needs, school goals, and student 
needs. Through strengthening the assessment part of this process, school leaders will 
regularly supervise and evaluate teachers. These supervisory activities will provide 
opportunities to help teachers set professional learning and improvement goals, and to 
provide feedback on individual professional improvement plans. They will help teachers 
identify their needs and then collaboratively plan learning opportunities to meet those 
needs. The challenge for principals is to develop a collaborative planning process that is 
sensitive to individual teacher needs, and that balances individual teacher choices against 
student and school needs. In schools where school leaders may be experiencing 
difficulties in understanding the purpose and scope of the tool, and the professional 
standards it advocates, experiencing the process of executing it effectively will build 
capacity. These teacher growth and development initiatives may also increase student 
achievement.  
How will school leaders know they have been successful? Assessment to gauge 
whether the PDFM tool is being implemented successfully is also collaborative. Through 
shared leadership interactions, school leaders will engage with teachers to evaluate issues 
related to curriculum, instruction, and classroom management. Teacher leaders (e.g., 
student support teachers, learning coaches, language specialists) may provide valuable 
insight and ideas to school leaders as they work together. Research has shown that school 
leaders who tap into the expertise of teachers throughout the process of transforming their 
schools and increase the focus on learning are more successful (Blase & Blase, 1999; 
Donaldson, 2007). 
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An important role of school principals is to build leadership capacity among staff 
by creating, nurturing, and maintaining a vital, self-renewing, and authentic learning 
community. To truly measure the success of the proposed change, the Educator 
Development Division must develop processes for the systematic collection and analysis 
of data on professional development in their schools. Due to the faulty process that has 
been occurring in the schools, and the need for more time to ensure that all school leaders 
are effectively implementing the PDFM tool, my hope as the change agent is that this OIP 
might support a more robust analysis. The division could provide the expertise and 
resources for reliable data collection methods to support teachers’ choices in the design, 
delivery, and content of their professional development.  
Leadership-Focused Vision for Change  
The gap that currently affects the successful implementation of the PDFM tool is 
rooted in principals not having altered the thinking or approach they used with the 
previous summative evaluation tool. The PDFM process, in contrast, uses an instructional 
leadership approach. The expectations for principals as instructional leaders have shifted 
in our territory, which has changed the tenor of the conversations the SOS are having 
with them. Principals’ demonstration of instructional leadership is essential to student 
success (Hallinger, 2005; O’Donnell & White, 2005; Quinn, 2002). However, as 
Leithwood and Poplin (1992) have endorsed, instructional leadership is not sufficient for 
principals to lead school reforms. Rather, they need to be transformational leaders, with 
the skills to create sustained organizational changes (Fullan, 2002). Transformational 
leadership involves the ability to be reflective, collaborative, and aware of inquiry skills. 
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From my observation, many of these skills are lacking or need more development in the 
region’s school leaders. 
With the introduction of the PDFM tool, principals had to shift how they assessed 
their teachers, from summative to formative assessment. Consequently, principals also 
need to adjust their leadership style to accommodate this change, becoming more 
transformational in their leadership approach.  
The current gap also exists because of challenges with teacher training and 
ongoing development, which the PDFM tool is designed to address. In our K–12 schools, 
all teachers are required to have a BEd. Teachers need an opportunity to build upon the 
skills and teaching strategies that will support students. Those with a teaching degree are 
often more transient teachers, who generally leave the territory within three years. Those 
without this certification are called teachers on Letter of Authority, employed to teach 
students Inuktut. Schools use locally developed, culturally relevant content, but other 
curricula are borrowed from other regions in Canada. Grade 12 students are required to 
take departmental examinations of another jurisdiction to attend post-secondary 
institutions, of which only a very small percentage do, and most of them have to upgrade 
their Grade 12 core subjects before acceptance.  
The desired future state is to change the organizational culture by envisioning new 
alternatives and empowering principals to become transformational leaders in the way 
they execute the PDFM tool. To address this PoP, principals will develop the leadership 
skills necessary to support teachers’ engagement with the PDFM. A cultural shift of this 
nature can be accomplished only through changes in leaders’ organizational skills and 
values (Connor, 2004). Principals could then effectively lead their teachers, who have the 
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greatest impact on student achievement (Hattie & Zierer, 2017), to become reflective and 
successful practitioners. Ultimately, this will improve their instructional skills and 
positively impact the learning outcomes of all students from K–12, while maintaining 
those students’ Inuit culture, values, and beliefs. 
The priorities for change based on the government’s mandate guide the work of 
the territory and propel the change process of this OIP. They are to continue the 
implementation of the PDFMs through the formulation of training plans based on the 
submission of the professional development plans and to continue the monitoring process 
of the tool to ensure that it takes into account the IQ principles. These priorities will seek 
to respond to the essential questions posed in the PoP by a development of a change plan 
that will apply frameworks that are compatible to a possible successful outcome. 
Organizational Change Readiness  
Organizational change readiness is “the degree to which the organization as a 
whole perceives the need for change and accepts it” (Cawsey et al., 2016, p. 134). 
Readiness is considered the first phase of organizational change, where members of an 
organization prepare for the change (Rafferty, Jimmieson, & Armenakis, 2013). For this 
OIP, the rate of readiness will be measured using Conzemius and O’Neill’s (2014) 
SMART School Self-Assessment (see Appendix A, Table A1). Due to COVID-19 
precautionary measures that led to school closures, the questionnaire has not yet been 
administered. Based on observations and conversations, however, there seems to be an 
eagerness and openness to pursue change that will make the implementation process 
successful. 
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The four sections of the SMART School Self-Assessment are focus, reflection, 
collaboration, and leadership capacity (Conzemius & O’Neill, 2014). Overall, a low score 
indicates that more support may be required to implement the PDFM effectively. A 
school that scores high will likely be more successful and ready for full implementation. 
This tool is described in more detail in Chapter 3.  
Cawsey et al. (2016) stated that a variety of strategies may be considered to 
measure readiness, such as previous organizational change experiences members have 
encountered in an organization, executive support, credible leadership, and accountability. 
A past negative change experience could lead to cynicism and disillusionment of a new 
initiative, which was observed in some principals’ attitudes towards the introduction of 
the PDFM tool in our schools. It was clear that this change would require a mind-shift 
from evaluation to professional development. During meetings, the principals’ retreat, 
and school visits, opportunities were given for principals to express their concerns with 
the PDFM tool. All principals clearly communicated the need for change in terms of the 
gap between the current state and the desired state for improved teaching and student 
achievement (Armenakis, Harris, & Field, 2000). Principals were willing to receive 
executive support from the Department of Education after becoming more open to using 
the new tool.  
Readiness based on executive support is strong. The department’s expectation for 
SOS, as middle managers, is to directly support principals with PDFM implementation. 
At the regional level, senior leadership strives to build trust, communicate effectively, be 
flexible, and act as champions for this organizational plan. We have made a collective 
effort to earn the trust of our principals and to support them in meeting their collective 
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goals (Judge & Douglas, 2009). I have been given the opportunity to facilitate 
conversations with principals in our face-to-face meetings on the topic of the PDFM tool, 
and they have shared their thoughts, beliefs, and attitudes. Through these discourses, we 
have taken the time to identify shared goals, discuss how to achieve them, and raise 
awareness for change (Cawsey et al., 2016). 
In terms of accountability, we are still in the first phase of implementation. Not all 
principals have yet led their teaching staff through the full cycle of the PDFM tool. Data 
that should have been submitted to the Educator Development Division were not, due to 
fear and a lack of understanding as to why the division and not regional offices should 
receive the information. The development of a clear communication plan that explains 
the purpose of the data may be required for effective implementation and data collection. 
Accountability also rests in my role as an SOS. As a researcher within my scope and 
agency, I have the opportunity to affect how the PDFM tool is implemented by answering 
the guiding questions in this OIP.  
The need for change is usually triggered by some dissatisfaction of stakeholders, 
regardless of where they fall on an organizational chart, resulting in an unfreezing 
precondition of change (Cawsey et al., 2016). Within the context of this OIP, change 
began with external stakeholders’ dissatisfaction with the status quo. The auditor 
general’s report (OAG, 2013) highlighted the territory’s poor graduation rate, making 
“the need for change clear and dramatic” (Cawsey et al., 2016, p. 95). The PDFM tool 
was identified as a means of supporting educators with the intention of increasing the 
quality of instruction and thereby student achievement. This will ensure that students 
receive the education they deserve that is grounded in the context of the territory. 
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Chapter 1 Conclusion 
To successfully create a plan to improve one’s organization, the researcher needs 
to paint a clear picture of its context and explain the theoretical lens through which the 
change is being viewed. As such, this chapter introduced the PoP, explored it from a 
variety of perspectives, and assessed the readiness of the organization for change. This is 
important because to generate change and ensure that students get the education they 
deserve in their cultural context, teachers must build upon the skills and strategies that 
they need, and principals must support them in this endeavour. This process will address 
the PoP, moving the organization from its current state to an improved desired state. In 
the next chapter, a framework to lead the change process is presented and solutions to 
address the problem are proposed and evaluated.  
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Chapter 2: Planning and Development 
Chapter 2 discusses the leadership approaches that will propel the proposed 
change forward, in relation to the PoP. Social constructivist theory and transformational 
leadership are examined relative to the PDFM tool. Next, a critical analysis of 
organizational change using Nadler and Tushman’s (1980) congruence model and 
Cawsey et al.’s (2016) change path model provides two possible lenses through which the 
change process may be understood. Four potential solutions to the PoP are presented, 
with a rationale for selecting the best one. Chapter 2 concludes with an exploration of the 
ethical considerations and challenges in relation to the different stages of the change path 
process.  
Leadership Approaches to Change 
The main leadership approach I will use to propel change in how the PDFM tool 
is implemented is transformational leadership grounded in social constructivism and 
integrated with the IQ principles (Johnson, 2006; Merchant, Garza, & Ramalho, 2013; 
Webb-Johnson, 2006). According to Burns (2004), “Leadership is a moral undertaking 
and a response to human wants as they are expressed in human values” (p. 16). Studies 
have shown that transformational leadership grounded in constructivism has helped 
principals develop and maintain a collaborative, professional culture; foster leadership 
development; and help them solve problems more effectively (Leithwood & Jantzi, 2005; 
Leithwood & Sun, 2012). By creating social interactions with teachers and principals, 
knowledge is co-created, and participants build on these experiences as they go through 
the process of the PDFM tool. This section describes the three components of my 
approach: transformational leadership, social constructivism, and the IQ principles. 
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Transformational leadership. Bass and Riggio’s (2006) definition of 
transformational leadership aligns with my scope and agency as the change leader in this 
OIP. The authors reported that transformational leadership involves inspiring followers to 
commit to developing a shared vision, adopting the goals of the organization, and 
challenging followers to be innovative problem-solvers by “developing followers’ 
leadership capacities via coaching, mentoring and provision of both challenge and 
support” (Bass & Riggio, 2006, p. 4). Researchers have suggested that transformational 
leadership theory tends to be the most appropriate leadership theory for leading in today’s 
complex work groups and organizations (Balwant, 2016, 2019; Bass, 1985; Burns, 2004; 
Hallinger, 2003; Riggio, 2009; Stewart, 2006; Yukl, 1999). Common transformational 
leadership actions include developing a focus on making a better future, creating a vision, 
promoting authenticity in mission, maintaining integrity, adopting a growth mindset, 
embracing individuality, and promoting creativity the followers. By extension, 
transformational leadership “refers to an approach by which leaders motivate their 
followers to identify themselves with organizational goals and interests to perform 
beyond expectations” (Vonoga, 2019, p. 566).  
Transformational leadership plays a vital role in generating the changes that are 
necessary for effective improvement in educational settings. For example, 
transformational leadership behaviours reduce employees’ cynicism about organizational 
change, by supporting groups of individuals in reaching the same conclusions about the 
positive effects of change (Hebert, 2011). Empirical research promotes the idea that 
transformational leadership positively influences follower and organizational 
performance (Diaz-Saenz, 2011). According to Burns (1978), this leadership approach 
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has a greater positive effect on the followers and the collective, as compared to 
transactional leadership, which is more focused on promoting self-interest and is limited 
in scope and impact (Antonakis, 2012). As Wahlstrom, Seashore Louis, Leithwood, and 
Anderson (2010) have stated, principals are responsible for improving overall student 
achievement. When teachers recognize principals as leaders, they report greater growth in 
professional development, involvement, and willingness to innovate, suggesting that 
“instructional leadership can itself be transformational” (Hallinger, 2003, p. 345).  
As a supervisory officer, my primary responsibilities are to improve 
organizational behaviour within my scope and agency; this includes understanding the 
culture and the needs of the individuals within the organization. Throughout the change 
process, the organizational vision will be constantly communicated to the principals and 
senior managers with whom I interact, with the intention to motivate and inspire. As I 
exhibit greater passion and confidence in the value of effectively implementing the 
PDFM tool, greater levels of transformation may be achieved (Tickle, Brownlee, & 
Nailon, 2005).  
Also of importance to this mission is the ability to clearly articulate the vision and 
increase awareness of the ethics and values involved in the process of change. This will 
be understood through the integration of the IQ principles. Under my influence as the 
SOS, I aim to encourage principals to share my vision and act to ensure the effectiveness 
of the PDFM tool’s delivery. As a transformational leader who exhibits strong awareness 
of organizational abilities, it is my hope that the participants in the process will align their 
individual aspirations and motivations to that of the organization’s vision. This 
collaboration can be understood through the theory of social constructivism. 
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Social constructivism. Social constructivist theory is a paradigm that posits that 
learning is an active, constructive process (Creswell, 2014; Vygotsky, 1978). Learners 
are information constructors who create their own representations of reality. New 
information is added to prior knowledge, and it becomes more meaningful (Bandura, 
1997). Using social constructivist methods, the change agent will seek to understand the 
principals’ conceptual understanding of the PDFM tool, as “understanding mental models 
is key to all types of communication” (Conzemius & O’Neill, 2014, p. 65).  
Some of the social activities that I will carry out through this process include 
building trust with principals, engaging in collaborative and reflective conversations, and 
creating a CoP. Principals will also demonstrate these practices with their teachers. These 
ongoing conversations will unearth obstacles, generate ideas, and inform connections 
between PDFM tool implementation and improved instruction practice. In this way, 
knowledge is co-constructed (Creswell, 2014; Johnston, 2016; Takacs, 2003; Vygotsky, 
1978).  
Constructivist leadership is a reciprocal process that enables participants in an 
educational community to construct meanings that lead to a shared purpose (Lambert, 
1995). Similar to transformational leadership, constructive leadership transcends 
individuals, roles, and behaviours (Lambert, 1995). It provides a proactive approach to 
the change that is being desired for the organization. To fully carry out this OIP, this 
approach must be culturally responsive, and therefore integrated with the IQ principles. 
Inuit Qaujimajatuqangit principles. One of my roles to realize this change plan 
is to encourage culturally responsive leadership through the lens of the IQ principles. 
These foundational tenets will be incorporated into the leadership roles in the change 
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framework and kept top of mind as the change agent interacts with participants. 
Culturally responsive leadership involves leadership philosophies, practices, and policies 
that create inclusive schooling environments for students and families from culturally 
diverse backgrounds (Johnson & Fuller, 2017). Common practices include emphasizing 
high expectations for student achievement; incorporating the history, values, and cultural 
knowledge of students’ home communities in the school curriculum; and creating 
organizational structures at the school and district level that empower students and 
parents from diverse racial and ethnic communities (Johnson & Fuller, 2017). 
Many researchers have indicated the deep impact superintendents, school leaders, 
and teachers can have on education and school reform (Hannay, Jaafar, & Earl, 2013; 
Khalifa, Jennings, Briscoe, Olezweski, & Abdi, 2014; Leithwood, 1995; Mattingly, 2003; 
Sergiovanni, 1992). In Table 2, three of the IQ principles (Innuqatigiitsiarniq, 
Qanuqtuurunnarniq, and Pilimmaksarniq) are highlighted to illustrate their connection to 
my transformational leadership approach and how they can be used to create culturally 
responsive reform. 
BUILDING LEADERSHIP CAPACITY  44 
 
 
Table 2 
IQ Principles’ Relationship to Transformational Leadership  
 
Innuqatigiitsiarniq. Innuqatigiitsiarniq (respecting others) corresponds with the 
idealized influence characteristic of transformational leaders. Respectful communication 
about the vision and mission (Humphreys & Einstein, 2003) of the change plan with 
principals, and from principals to teachers, will be of paramount importance. Respect 
should also be given to any differences in culture, values, and beliefs among the 
participants. Innuqatigiitsiarniq should be demonstrated through active listening, 
especially with school leaders and teachers who are Indigenous and whose first language 
is not English. Patience and space should be given for pausing during these professional 
interactions. One implication of this kind of communication calls for more time to be 
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given to understand the expectations of the PDFM tool, to ask questions, and to clarify 
how to execute the PDFM process with success. The demonstration of this IQ principle 
creates the best foundation to build trust and positive relationships as a key element of 
transformational leadership for the participants of the change plan. 
Qanuqtuurunnarniq. Qanuqtuurunnarniq (being resourceful to solve problems) is 
similar to the intellectual stimulation characteristic of transformational leadership. As the 
change agent, I need to be open-minded during coaching conversations to solicit new 
ideas to overcome some of the problems principals have faced (Kelloway & Barling, 
2000; Pounder, 2003); for example, when they or their staff do not have enough time to 
complete the PDFM process by the deadline. Qanuqtuurunnarniq plays a role in finding 
the appropriate resources, materials, and skill development (Sarros & Santora, 2001b) I 
could provide as the change agent to assist school leaders. It involves leveraging the 
structures, procedures, and systems already in the schools, such as using Elders to share 
stories to deepen understanding of how the IQ principles can be lived out (Wihak, 2005). 
Pilimmaksarniq. Pilimmaksarniq (capacity building through knowledge and skills 
acquisition) corresponds with transformational leadership’s individualized consideration. 
Differences in school leaders’ level of training, knowledge, and understanding must be 
kept at the forefront when planning for the proposed change. Providing challenges, 
learning opportunities, and coaching in the development of skills and knowledge (Sarros 
& Santora, 2001a) can support the effective execution of the PDFM tool. The principle of 
Pilimmaksarniq is a reminder that one size does not fit all. Building capacity requires a 
collective effort to enhance the learning of all professionals in the school, promote 
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knowledge through inquiry, and create professional learning communities (Bolam, 
McMahon, Stoll, Thomas, & Wallace, 2005).  
In summary, the method of transformational leadership selected by the change 
agent may allow for the development of a culturally responsive model that could be a 
critical element of generating organizational change and improvement (Mercer, 2019). 
Furthermore, this kind of leadership provides a greater possibility in achieving 
meaningful, long-lasting change in the organization and is within my scope and influence. 
As a middle manager in the Department of Education, I have direct influence over 
principals and will seek their input collectively, as a means of supporting me in making 
the proposed change a reality. Any other type of leadership approach would not align 
well with the desired transformational vision of my OIP.  
Framework for Leading the Change Process: The Change Path Model 
The framework for leading change presented in this section is Cawsey et al.’s 
(2016) change path model. This model suits the change to be accomplished in the 
organization because it focuses on process issues and outlines specific leadership actions 
through which organizational improvement may be achieved (Cawsey et al., 2016). The 
change path model also helps the change leader identify what measures need to be put in 
place to maintain sustainability. Further, this framework is flexible, which suits the 
remote Indigenous setting and the implementation process needed to address the PoP. 
Within this model are four stages: awakening, mobilization, acceleration, and 
institutionalization (Cawsey et al., 2016). These stages are discussed further in this 
section. 
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Other possible models for change considered for this OIP included Lewin’s and 
Gentile’s (as cited in Cawsey et al., 2016). Lewin described a three-step model of change: 
unfreeze, change, and refreeze. In the context of this OIP, the unfreezing process was 
triggered by the auditor general’s report indicating a need for improved student 
achievement (OAG, 2013). In response, the Department of Education instituted the 
PDFM tool, which created a change in the organization and caused a state of 
disequilibrium. According to the model, over time, equilibrium will be restored as the 
organization refreezes (Cawsey et al., 2016). A limitation of Lewin’s model is that it 
“implies that change is a discrete event, rather than a continuous change” (Cawsey et al., 
2016, p. 47). Although this model is valuable at the organizational level, it is more useful 
for communicating the broad change processes to stakeholders (Cawsey et al., 2016). It 
provides only a general process for change rather than an in-depth organizational change 
plan. Therefore, Lewin’s model of change was not suited for this OIP. 
Gentile’s model, giving voice to values, supports a framework for leading the 
process of organizational change (Cawsey et al., 2016). Although prescriptive, like the 
change path model, it is focused on individuals in the organization. In the context of this 
OIP, the change agent would need to be aware of the participants’ responses to the 
change and react accordingly (Cawsey et al., 2016). For example, there may be a need to 
differentiate timelines and expectations for the desired change for individual principals 
and their staff. The use of this model may be considered in order to give more room to 
focus on the ethical implications of organizational change and its impacts on the 
individuals involved.  
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After analyzing other models, I believe that Cawsey et al.’s (2016) change path 
model provides the best guiding framework for this OIP. The four stages give more detail 
and direction than Lewin’s model, and the focus is not on conflicts in values as with 
Gentile’s model (Cawsey et al., 2016). As well, transformational leadership activities are 
used throughout the change path model. They are likely to have a strong direct effect on 
school leaders’ motivation and teacher self-efficacy (Leithwood & Jantzi, 2006; Shatzer, 
Caldarella, Hallam, & Brown, 2013). When a transformational leadership approach is 
used through these stages, overall commitment to the mission and the school as a 
professional community will be achieved (Ross & Gray, 2016). This will strengthen the 
change process that seeks to address the PoP. Each of these stages is now presented in 
depth. 
Awakening. The first stage in Cawsey et al.’s (2016) change path model is 
awakening. During this stage, the need and nature of the desired change is determined 
and portrayed for others to understand (Cawsey et al., 2016). In the context of this OIP, 
this includes identifying and engaging with the participants of the change at the senior 
manager, school, and community levels. Here the change leader shares and reinforces the 
vision of change with principals. They reiterate the vision, mission, and goals to teachers 
and connect the PDFM tool to improved student achievement. The intention is to propel 
teachers to be more attentive in giving due process to the implementation of this tool. 
This preliminary process will be assisted by an analysis of the organization through 
Nadler and Tushman’s (1999) congruence model, which offers a continuous scanning of 
the external and internal environments.  
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As the change agent, my personal concerns and perspectives as an SOS will be 
assessed continuously by looking at my own prejudices and preferences to ensure no 
compromise of the transformational leadership approach occurs during the change 
process. By extension, my interactions with principals will strive to respect individual 
levels of understanding. It will be necessary for me to be open to learning and check my 
assumptions and biases rigorously.  
Most importantly, during this first stage of the change path model, my 
transformational vision must be incorporated into my interactions with the participants in 
authentic and culturally relevant ways. Their input will be sought and used in upcoming 
planning stages. Taking time to identify a set of common goals and working together to 
achieve them aligns with another tenet of the IQ principles, Aajiiqatigiingniq, or 
decision-making through discussion and consensus. In order to make a valuable 
contribution to something worthwhile and that serves a greater cause, these 
transformational methods are critical. As principals fulfill the requirements of executing 
the PDFM tool effectively, the outcome of increasing the quality of student achievement 
will be realized. 
Mobilization. The second stage of the change path model is mobilization 
(Cawsey et al., 2016). At this stage, the gap between the desired future state and the 
present state is examined by exploring the work to be done, informal and formal 
structures, systems and processes, and the people involved (Cawsey et al., 2016). 
Misconceptions about the PDFM tool’s use have resulted in inconsistencies in the 
implementation process and created a misalignment with the desired outcomes. To meet 
the Department of Education’s expectations, principals may need to shift from a 
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summative approach to a formative approach. This may require principals to focus less 
on being transactional leaders and become transformational leaders. To be successful, 
they will need to facilitate learning conversations with their teachers—all essential 
elements of the PDFM tool implementation process. As the change leader, based on my 
constructivist worldview, I will need to execute a transformational approach to influence 
principals to make this shift. 
At the mobilization stage, interactions with school leaders will pertain to how 
they execute the PDFM tool in their schools. Telephone conversations, email exchanges, 
and teleconferences will occur on an ongoing basis. These methods are best suited to the 
vast geography of the region. Principal retreats and school visits will connect to the 
implementation of the PDFM tool. In addition to these interactions with principals, I will 
engage with other senior managers to see if we have a common understanding of what an 
effective implementation process looks like. My established positive relationships will be 
used as an asset to execute transformational leadership, influence their thinking, and 
solicit a collective response. 
Mobilization activities with principals will include coaching that involves active 
listening, allowing co-construction of knowledge. They will be encouraged to share their 
own understanding of the process, use metacognition, and generate ideas on how to 
creatively handle the scope of the work. Opportunities for collective interactions and 
group learning will be created through teleconference calls. A goal at this stage is for 
principals to leverage the systems and structures that are already in place in their schools 
to achieve the vision of the change. For example, for teachers who already understand the 
process of the PDFM, principals could pair them with other teachers in a mentoring 
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capacity. Time could be given for these teachers to see the process in action and ask 
clarifying questions in a safe environment to become successful in their use of the tool.  
Using a constructivist lens, I will examine principals’ beliefs around taking their 
teachers through this formative process. This lens will require me to be self-reflective, 
open-minded, respectful of their ways of knowing, and aware of my own worldview 
(Takacs, 2003). As I listen to my respondents and explore how they interact with their 
teachers, limiting beliefs or lack of capacity may be revealed, which could inform next 
steps. For example, knowing how to lead and give feedback during the reflective process 
of the cycle would help to support teachers in identifying and writing their annual 
professional goals. Any such gaps identified at the senior manager level could be 
addressed, supporting those involved to develop the skills, knowledge, and abilities 
required to be an effective implementer of the PDFM tool in the schools.  
An IQ principle present during the mobilization stage is Qanuqtuurunnarniq, 
being resourceful and innovative to solve problems (Mercer, 2019). During this stage, 
meaning of the systems and structures is being made that helps to leverage participants’ 
beliefs and experiences and realize the desired changes (Cawsey et al., 2016). The gap 
analysis that occurs during this stage helps the change leader to know what factors need 
to be advanced, influenced, and supported. This helps to empower others in supporting 
and implementing the desired change, which leads to the third stage of the change path 
model, acceleration. 
Acceleration. The third stage of the change path model, acceleration, “involves 
action planning and implementation” (Cawsey et al., 2016, p. 54). It may be challenging 
to manage this stage of the process due to the unpredictability of elements associated with 
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the geographic context and environment in which the desired change is to be achieved. 
As well, the level of training and the language requirements of the teaching staff can vary 
considerably from school to school. As the change agent, I may have to adjust the 
execution timelines, and acceleration may look different in each school due to the unique 
circumstances of the principal and staff involved. In managing situations such as these, 
leadership will need to be flexible and adaptable (Cawsey et al., 2016).  
Acceleration calls for the use of “appropriate tools and techniques to build 
momentum, accelerate and consolidate progress” (Cawsey et al., 2016, p.55). This 
outcome may be achieved by being innovative and working together for a common cause. 
Here the IQ principles of Piliriqatigiinniq, working together for a common cause, and 
Pilimmaksarniq, development of skills through observation, mentoring, practice, and 
ongoing effort, are exercised (Mercer, 2019). Another activity which may enhance the 
acceleration stage is the use of a learning protocol. A learning protocol may create a 
space for principals to share their struggles and suggest improvements to how the PDFM 
tool is implemented in their schools. For example, Katz, Dack, and Malloy’s (2018) 
leadership learning protocol could be used to assist the acceleration of the change process. 
Over time, and with practice, principals could move forward on the cyclical process of 
taking all their teachers through the PDFM. Then the final process of the change path 
model, institutionalization, is ready to be experienced. 
Institutionalization. The fourth and final stage of the change path model, 
institutionalization, “deals with the measurement of change and the metrics used in that 
measurement” (Cawsey et al., 2016, p. 58). At this stage, the change becomes rooted in 
the organization. Within the scope and agency of the change agent, and the timing of the 
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full implementation of the process of the PDFM tool, it will be a challenge to achieve full 
institutionalization, as there is still much work that needs to be done. Consequently, the 
change agent should approach the plan of action with deep thought and care for all 
participants involved. This may be achieved through the IQ principles of Tunnganarniq, 
fostering good spirits by being open, welcoming, and inclusive, and Pijitsirniq, serving 
and providing for others being demonstrated in a continuous manner. Table 3 displays 
these IQ principles as woven throughout Cawsey et al.’s (2016) change path model. 
Table 3 
The Change Path Model and Inuit Qaujimajatuqangit  
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Now that the framework for how to lead the change has been outlined, the next 
step is to determine, through a critical organizational analysis, what specifically needs to 
change. 
Critical Organizational Analysis 
The critical organizational analysis addresses gaps in an organization that need to 
be changed. Archibald’s (2013) concept of gap analysis best suits this OIP because it 
suggests that “it is the ability of the leader to conceptualize the gap between the current, 
problematic state, and the desired future state; analyze factors contributing to the gap; and 
communicate the vision for change” (p.139). Overall, the desired outcome is threefold: 
for principals to execute the PDFM tool with fidelity, for teachers to experience the 
intended positive outcomes of targeted professional development, and for students to reap 
the benefits of improved instruction. The first outcome may be recognized as successful 
if the limitations and execution concerns of the principals (implementers) are addressed 
and they feel supported with the necessary skills, abilities, and knowledge to confidently 
facilitate professional development conversations with their teachers. Over time, this 
success would lead to overall improvement in the quality of teacher instruction and 
assessment. The ultimate vision, and ultimate barometer of success, is for more Inuit 
students to graduate, with higher levels of academic achievement. 
A more nuanced understanding of what needs to be changed within the 
organization to foster these successes may be identified using Nadler and Tushman’s 
(1980) congruence model. Cawsey et al. (2016) stated that Nadler and Tushman’s model 
“is used as a framework to assist in structuring change leaders’ organizational analysis” 
(p. 68). They further stated that this model “specifically links environmental input factors 
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to the organization’s components and outputs” (Cawsey et al., 2016, p. 68). The intention 
of this open systems model is to bring “congruence among the organization’s 
environment, strategy, and internal organizational components to achieve desired 
outcomes” (Cawsey et al., 2016, p. 89).  
The congruence model comprises four fundamental components: work, people, 
structure, and culture (Nadler & Tushman, 1980). These components are highly 
interdependent. When aligned with a transformational leadership approach, improved 
organizational performance and the ability to meet mission-related goals may result 
(Cawsey et al., 2016). Figure 5 shows how components of the congruence model could 
be used to assess the organization to help principals successfully execute the PDFM.  
 
Figure 5. Components of the congruence model.  
Adapted from “A Model for Diagnosing Organizational Behavior,” by D. A. Nadler & 
M. L. Tushman, 1980, Organizational Dynamics, 9(2), 47. Copyright 1980 by Elsevier.  
 
The focus of this critical organizational analysis will be on the inputs. They 
include (a) environmental factors such as the auditor general’s report (OAG, 2013) 
socioeconomic circumstances, and regional geography; (b) human resources; and (c) 
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historical and cultural considerations. These components are intertwined. With careful 
consideration of inputs, strategy can be developed to create the transformation processes 
needed to generate desired successful outputs related to the PoP. For example, increased 
instructional leadership, improved classroom instruction, and greater student success. 
Environmental inputs. The impact that environmental inputs can have on 
organizations cannot be underestimated. Cawsey et al. (2016) stated that “much change 
starts with shifts in an organization’s environment” (p. 6). In the context of this OIP, 
three of the strongest environmental inputs on the organization are political, geographical, 
and socioeconomic. 
Political inputs. A critical political change for the organization came from the 
auditor general’s report (OAG, 2013). This report was published on an international stage 
with the intent of propelling political leaders to respond to the current educational crisis. 
It led to a realignment of the Department of Education. From this realignment, annual 
plans were developed and priorities were created on the delivery of the PDFM tool for all 
educators in the territory. This recommendation was made to help fulfill the vision and 
mission of the Department of Education in providing all students with a learning 
environment that encourages academic success and is guided by Inuit cultures and values.  
As a result of this priority, it is now mandatory for all educators working in the 
territory to complete the PDFM tool each year. As the change agent, and within my scope 
and agency as an SOS (middle manager), my role is to influence and support principals to 
execute this tool effectively. My approach will be to differentiate the expectations of the 
requirement, specifically in terms of timelines, individual learning considerations, and 
needs, and seek to understand the current leadership capacity to fulfill this political 
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mandate. Using a transformational leadership approach, these sets of tasks may be 
achieved.  
Principals take on the role of leading leaders (Loose, 2014). As they engage with 
teachers in ways that support improved practice, and empower teachers to be creative and 
innovative, principals positively affect teachers’ quality (Chen & Chen, 2013). During 
these conversations, principals can share their opinions on their teachers’ teaching that 
could improve teachers’ self-understanding and professional abilities (Kuo & Chen, 
2016). As Johansson and Bredson (2000) stated, principals help teachers become 
involved as decision-makers in their own learning. Teachers have traditionally been 
passive recipients of in-service training for professional development activities. Therefore, 
principals need to initiate creative and reflective dialogue with teachers about the 
structure, process, and desired outcomes of teacher learning. 
Geographic inputs. A second environmental factor that affects the PoP is the 
geographic setting of the region. Communities are geographically isolated from one 
another; this is a great barrier which limits principals’ connections and interschool 
associations. The main way for the Department of Education and schools to communicate 
is by internet and phone, which are often unreliable. Communication is one of the key 
strategies in the transformation process. If communication is consistently faulty, it may 
affect the successful delivery of the organizational change plan. For implementation to be 
successful, principals and the change agent need a platform to communicate effectively, 
schedule frequent check-ins, clarify misunderstandings, and problem-solve. Only through 
ongoing communication and active listening can participants stay on track despite the 
challenges or barriers they face while implementing the PDFM tool.  
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Socioeconomic inputs. A third environmental factor to consider in this OIP is the 
socioeconomic status of the people who live and work in this context. Socioeconomic and 
geographic inputs are related, as the latter has great implications on the former. The only 
way to connect to other regions of Canada is by air and sea (and in some part during the 
winter, on skidoos). This circumstance makes it exceptionally expensive for people to 
commute. Costs associated with getting resources, freight, and materials to the schools, in 
a timely fashion, are high. There is only a short window of time, when the ice melts 
during the summer months, that bulk resources can be brought to the schools by sealift or 
barge.  
The high cost of shipping also limits residents’ purchasing power as basic food 
items, goods, and services are so costly to transport. To make matters worse, there is an 
overcrowding epidemic in many homes and communities, with more than three 
generations sometimes living under one roof (Otus Group, 2017). These factors directly 
impact the well-being of students and educators at all levels, and are pressing barriers 
which may limit leaders’ ability to fulfil the mandates of the Department of Education. 
Leaders must consider these factors when interacting with teachers and make 
accommodations to support them as required.  
In summary, these key environmental factors, as inputs in the congruence model 
(Nadler & Tushman, 1980), need to be analyzed when creating a plan of action for 
change to ensure they are given the attention needed. Another crucial input in this model 
is resources. 
Resources inputs. For any organization to function effectively, enough money, 
materials, staff, and other assets need to be available. These items define the meaning of 
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resources in the congruence model (Nadler & Tushman, 1980). Within the context of this 
OIP, the Educator Development Division has provided each principal with a paper 
package of the PDFM tool for each educator group (i.e., school leaders, teachers, learning 
coaches, student support teachers, and language specialists). However, within these 
packages there is no clear picture of how the implementation process will be monitored 
and evaluated. No training support is in place for principals to learn the necessary skills 
as facilitators as they implement the tool. This lack of capacity is a concern that will need 
to be addressed in the organizational plan that is developed for change. 
At the regional level, through the influence of the change agent, the ED and other 
SOS have joined forces to collectively give meaningful support. This support exists for 
all the principals through one-on-one conversations, telephone calls, school visits, and 
face-to-face meetings twice per school year. However, SOS are frequently being called to 
solve human resources matters, distracting from the collective focus of support to 
principals. This narrows the scope of the impact that the change agent hopes to achieve in 
the organization.  
At the school level, principals are seeking resources and guidance which will 
allow them to become more confident in knowing how to get and give feedback, and lead 
generative conversations, throughout the PDFM process. Their role is to encourage, 
nurture, and support teacher learning, not to be the gatekeepers or governors of teacher 
professional development (Johansson & Bredson, 2000). Principals give voice to teacher 
autonomy and professional decision-making in ways that build collective leadership 
capacity in the school to strengthen teacher learning and improve classroom practices 
(Chen & Chen, 2013). As principals and teachers respond to the nine professional strands 
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in the PDFM tool, it serves as an exercise where teachers’ development needs become 
transparent.   
The PDFM strands are based on professional knowledge, practice, and 
engagement. In the knowledge section, teachers reflect on how well they know the 
students, how they learn in an Indigenous context, and how to implement IQ principles 
and Inuit values. In teaching practice, they reflect on how they create the best learning 
environment in the classroom and assess, provide feedback, and report on student 
learning. Through engagement with ongoing professional learning, principals will 
connect the PDFM process to their instructional leadership practices ([Territorial] 
Department of Education, 2018).   
Therefore, whereas information is available to principals about the PDFM tool, 
and how to execute it is stated in the packages in a prescriptive way, other resources are 
missing. A clear explanation of how this process should be executed is lacking. This gap 
in human resource capacity and implementation programming, at all levels of the 
Department of Education, is a pressing concern and remains a barrier to the success of 
PDFM implementation. A final environmental factor to be considered in this 
organizational analysis framed through the congruence model (Nadler & Tushman, 1980) 
is history. 
Historical inputs. An understanding of an organization’s historical background is 
necessary to adequately address when, why, and how a plan of action for change is 
developed. “All organizational leaders must deal with an organization’s history and 
recognize the impact and constraints” (Cawsey et al., 2016, p. 69). Within this OIP, the 
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most outstanding historical issues to be noted are past change implementation failures, 
assessment approach, and the need to operationalize IQ principles. 
Past change implementation failures. Throughout the past, many revolving 
change-based initiatives have been partially implemented, discarded, or never fully 
completed. Lack of strategic planning, lack of capacity, and leadership turnover have all 
been ongoing issues over time. As the change agent, it is my role to anticipate resistance 
from participants who have been in the system for an extended period of time. They have 
expressed a lack of confidence and cynicism that this new tool will achieve the goals that 
are to be fulfilled. A transformational leadership approach will need to be executed with 
sincerity, and greater effort put into convincing principals that this initiative can be 
sustainable and effective. 
Assessment approach. Another historical issue that will be considered is the 
change in teachers’ performance assessment from an evaluative approach to a formative 
one. This change will greatly affect those who have never been exposed to this way of 
assessing and developing teachers. Principals now have to lead their teachers through a 
formative process. Teachers must intentionally reflect upon their knowledge, skills, and 
abilities, and, through a reflective process in conjunction with their principal, create their 
own annual developmental goals. This shift from how things have historically been done 
will require a change in mindset. 
Need to operationalize IQ principles. Finally, the IQ principles should be 
considered as part of the historical factors that will impact the change process. From the 
territory’s inception, part of its condition of governance has been to include knowledge of 
Inuit culture, society, and language in its operations (Wihak, 2005). Accordingly, the IQ 
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principles have been used as a lens through which the change plan is developed. This 
impacts the transformational process of change in formal and informal ways. One of the 
formal ways is the inclusion of these principles in one strand of the PDFM tool. In 
informal ways, through the transformation process, participants of the change plan will 
demonstrate culturally respectful communication methods such as active listening, 
acknowledging nonverbal cues, and giving space for long pauses.  
In sum, Nadler and Tushman’s (1980) congruence model has framed the context 
of how this OIP could transform inputs to outputs. It has identified some strengths and 
limitations of this process. A limitation is that addressing this PoP will be challenged by 
the inputs described above that could be seen as barriers. A strength is that as the change 
leader, keeping these inputs in mind, I can now propose possible solutions to be 
considered in moving forward.  
Possible Solutions to Address the Problem of Practice 
There are four possible solutions discussed in relation to this PoP. These solutions 
are explored as possible methods to give principals the skills they need to successfully 
facilitate the PDFM process and realize the desired outcomes of this OIP. These possible 
solutions are presented and one is selected. The intent of exploring possible solutions is 
to assist in the creation of an implementation action plan, to be presented in Chapter 3.   
Solution 1: Develop training through technology and online materials. The 
most authentic learning experiences often harness web-based tools, such as emails, 
discussion boards, chats, and remote learning opportunities (Branzburg & Kennedy, 
2001). Technology and online learning can create sustainable education and development 
opportunities for the Department of Education when face-to-face training is financially 
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challenging (Stone-MacDonald & Douglass, 2015). This form of learning, through the 
means of videoconferencing, satellite-based lessons, electronic bulletin boards, and other 
distance learning techniques, gives not only a financial benefit to principals but also a 
practical one, especially in isolated communities.  
Benefits. Internet-based videoconferencing equipment, which is less expensive 
than telephone- or satellite-based equipment, can be installed in schools where the change 
plan will be executed. The change agent would leverage these available resources to 
support principals to effectively execute the PDFM with their teachers. This could be an 
important way for the change agent to be in frequent contact with principals and for them 
to connect with their colleagues. The change agent would connect, through 
videoconferencing, to consult with principals on effective feedback and facilitation skills, 
and focus on their individual implementation needs. The use of technology is a key area 
that principals may use in the PDFM process with teachers and may be identified as a 
method for ongoing support and training. Using these training opportunities would 
enhance and improve the skills needed in facilitating the conversations that are required 
to be part of the PDFM process.  
Using online support has the potential to be richly interactive, in that it can give 
participants multiple opportunities to reflect on issues, questions, or answers before 
responding online. Furthermore, it is often asynchronous, in that all participants do not 
have to be engaging in an experience at the same time. In the early 2000s, authors of the 
book Enhancing Professional Development for Teachers: Potential Uses of Information 
Technology, Report of a Workshop, identified the significant influence that online media 
can have on the lives of educators (National Research Council, 2007). In our present 
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technological age, growing numbers of educators have asserted that online teacher 
professional development could potentially enhance and transform teachers’ effectiveness 
(National Research Council, 2007). Having this kind of intervention in our schools may 
support principals in developing common and consistent means for implementing the 
PDFM. It would provide for differentiation in skills and may enhance how they facilitate 
conversations with their teachers as they take them through the tool. 
Although the Student Educator Division provided workshop packages for 
principals to use with their staff on how to use the PDFM effectively, the packages did 
not address facilitation methods or provide opportunities for feedback. As the change 
agent in the role of middle management, it would be possible to use video conferencing 
as a means to model effective facilitation skills. Principals could see the process in action 
and be given the space to ask questions. Using a gradual release of responsibility, 
principals could become better equipped with the proper skills required to execute the 
PDFM effectively in their schools.  
Challenges. Online methods and videoconferencing are valuable and effective 
methods through which supporting the change may be achieved. They do, however, raise 
many challenging questions on how to access an adequate level of internet connectivity, 
equity and access to technology, and cost of delivery (e.g., Gillett-Swan, 2017). 
An adequate level of internet connectivity may be difficult to maintain. In Arctic 
Canada, internet connections are slow and frequently interrupted by harsh weather 
conditions. This challenge may result in inconsistency of online meeting times and 
videoconferencing opportunities. Unpredictability in this delivery model may affect the 
BUILDING LEADERSHIP CAPACITY  65 
 
successful implementation of this possible solution and provide limitations upon the 
change plan to be executed. 
Equity and access to technology presents another challenge. Not all communities 
have videoconferencing infrastructure in place, meaning that not all principals would 
have equal levels of support. Not only would this be unfair, it would question the ethics 
of care that I would use as a transformational leader with principals under my care.  
Cost is a final challenge. Within my scope and agency in the role of SOS, I would 
not have enough funds to administer these videoconferencing sessions. Support must be 
differentiated to each of the principals, yet how much time this would take would be a 
challenge to budget. There is some room to take out of my travel budget a portion of the 
funds to have these videoconferences, but then I would not be able to visit a school for an 
unplanned reason. In all likelihood, this kind of support would exceed my budget. 
Despite the apparent effectiveness of this solution, the challenges could lead to 
ineffectiveness of the change that is hoped to be achieved. Training sessions must be 
followed up with support and mentoring in order to sustain change (Fullan, 2002; 
Salpeter, 2003), which would be difficult for the change agent to maintain along with 
other SOS duties. Therefore, looking at another possible solution is necessary.  
Solution 2: Provide coaching for school leaders. A learning coach is currently 
assigned to each school, throughout the territory; therefore, a culture of coaching is 
present in the teaching and learning environment. Introducing coaching for administrators 
could be a way to support their implementation of the PDFM tool. Within the context of 
this OIP, coaching is defined as “a form of professional development with a person who 
willingly engages in reflection and learning” (Aguilar, 2019, p. 23). Coaching is 
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increasingly been used as an intervention in organizations (Fielden, 2005). Socrates 
“believed that individuals learn best when they have ownership of a situation and take 
some form of personal responsibility for the outcome” (as cited in Fielden, 2005, p. 2). 
Thus, coaching aligns with the change agent’s practice that principals will have with their 
teachers as they lead the PDFM process.  
In this solution, the change agent would take on a coaching role at the leadership 
level. At the outset, I would declare to principals that I am not an expert who has all the 
answers. Rather, I would make it clear that as a coach, I would provide support, direction, 
guidance, encouragement, and resources. I would take the stance to inspire and evoke 
answers from each principal.  
Benefits. Among the many benefits of coaching are increased communication, 
retention of staff, and cost effectiveness (Fielden, 2005). Through developing strong 
coaching relationships, the change agent may communicate organizational decisions and 
ideas to the principals. Investing in the principals would increase their efficacy with 
instructional leadership, which also may encourage them to stay longer in the 
organization. Coaching is cost effective in that it supports the ongoing development of 
the skills and knowledge required to effectively execute the PDFM process. This would 
increase their overall professional performance and may have a positive effect on the 
overall success of the process of change (Aguilar, 2019).  
As the change agent, I will first share the definition of coaching. The vision will 
be connected to the overarching vision of the Department of Education, one that develops 
trusting relationships with colleagues, refines their reflective capacities, builds their 
emotional resilience, and improves student outcomes.  
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Next, I will choose transformational coaching as a coaching model. 
Transformational coaching involves the integration of deep learning into one’s life 
(Hargrove, 1995). In other words, it stimulates the will to learn and then, through a 
learning partnership between coach and educator, it causes powerful learning to be 
experienced (Griffiths, 2015). This model provides a holistic approach to leading change 
at the individual, team, and institutional level. As the change agent, I would focus 
coaching efforts on supporting principals’ behaviours, beliefs, and knowledge when 
addressing the root causes of problems that pose as barriers to executing the PDFM tool 
successfully. The use of transformational coaching compliments transformational 
leadership methods and uses a systems-thinking approach. It looks closely at context, 
power, identity, and methods which may address and explore emotions, changes in 
behaviour, and reflection of beliefs (Griffiths, 2015).  
As a third and final step, I will build the coaching relationship. The positive 
working relationships that have already been established set the stage for positive 
coaching relationships to be formed. “For coaching to be effective, the person being 
coached must feel psychologically safe” (Griffiths, 2015, p. 25). The change agent will 
strive to ensure that trust is built by keeping coaching separate from evaluation. Strict 
boundaries around confidentiality must be maintained as a key element of building 
trusting professional relationships.  
Challenges. Although the benefits of coaching are valuable and may be a means 
to create the desired organizational change in this OIP, there is a challenge in maintaining 
consistency. It is difficult to ascertain whether coaching remotely from different 
communities would be a consistent method to create sustainable change. Most of the 
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added responsibility of maintaining coaching partnerships would lie solely upon the 
change agent. Added to this limitation is the short nature of principals’ 3-year contracts, 
which may not result in enough time to be coached. For this kind of change to be 
successful, a significant shift in leadership skills and consistent delivery are needed. So, 
this solution, although valuable in part, is limited in its scope and accessibility and may 
not be a preferred solution for the change to be achieved.  
However, coaching opportunities when they become available will be utilized. 
This practice of coaching may support principals in the creation of a CoP model, whereby 
capacity-building efforts and ongoing feedback to improve practice is realized. This 
brings us to the third solution: creating leadership development teams (LDTs) with a CoP 
framework. 
Solution 3: Create a leadership development team/community of practice. A 
CoP is a group of people in a professional environment who come together to share 
expertise and experiences for a given profession or topic (Wenger & Snyder, 2000). This 
kind of practice is used not only in classroom settings where students research and 
collaboratively share information (A. Brown, 1997), but also to facilitate collaboration 
among adults. Research recognizes that a CoP has three essential features: a set of issues, 
a group of individuals who are concerned with these issues, and an interest in finding an 
effective approach to addressing these issues within the context of the community (Van 
Note Chism, Lees, & Evenbeck, 2002; Wenger & Snyder, 2000).  
Benefits. Wenger’s (2000) conceptual framework works well in the context of 
this OIP to outline the roles of a CoP as part of a social learning system. His definition of 
CoP resonates and fits aptly in my scope and agency as a change agent: the “sharing of 
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cultural practices while reflecting collective learning” (Wenger, 2000, p. 229) in a social 
system. By understanding participants’ activities through structural (CoP, boundaries, 
identities) and social (engagement, imagination, alignment) modes of belonging, 
interplay of social and personal experiences occurs. In our schools, the members will 
share their practices within their individual roles while they reflect on the collective 
learning of the group on the process of the PDFM tool in their schools. 
Wenger and Snyder (2000) purported some major benefits of CoP that are of 
value to my OIP. They help drive strategy, solve problems quickly, transfer best practices, 
and develop professional skills. These benefits would support the success of the 
implementation process of the PDFM tool.  
Challenges. Some challenges could occur with this solution. For example, 
maintaining the existence of the LDTs may be problematic if they are informal, which 
can be a risk within my scope and agency. However, Wesley and Buysse (2001) stated 
that possible opportunities for CoP may mitigate the challenges that may occur. They 
shared that the best way to approach its establishment is to introduce the CoP framework 
to a group of professionals who are already meeting, to incorporate it into an existing 
professional development program, to offer incentives to communities who sustain their 
efforts over time, and lastly, to share ideas that emerge from the communities with the 
larger population of professionals. These four opportunities are the first steps to 
incorporating CoP into the educational field.  
In the schools where this PoP is situated are established groups of educators 
called literacy teams. As noted in Chapter 1, literacy teams consist of the principal, vice 
principal, learning coach, student support teacher, and an educator who teaches Inuktut. 
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The teams work together to improve student learning outcomes, and the teaching practice 
of classroom teachers, with a focus on literacy. As the change agent, I would leverage 
these existing teams to work as LDTs. Their main goal would be to ensure that the PDFM 
process is executed with consistency, a commitment to professional development, and 
with communication to teachers.  
Although it is the sole responsibility of the school leaders (principals and vice 
principals) to execute the PDFM tool with teachers, the learning coach, student support 
teachers, and Inuktut teacher could act in a supporting role. These other participants of 
the LDTs could be collaborators of enquiry and work together to properly accomplish the 
goals of PDFM implementation. The members of this team would bring their competence 
and experience to conversations with teachers and operate in a fashion similar to a CoP. 
In this solution, the LDTs, as internal professional support teams, provide a structure on 
which to build within each school. 
Solution 4: Maintaining the status quo. Given the external and internal 
challenges of the context in which this OIP is situated, it would be straightforward, and 
less onerous, to suggest that one maintain the status quo as the solution. The status quo 
may also be the most realistic solution given the current capacity challenges schools face. 
Maintaining the status quo would require principals to continue as best as they can to 
fulfill the requirements of the Department of Education, implementing the PDFM as a 
tick-the-box procedure. However, as a scholar-practitioner who works beside principals, I 
would not feel that I was being authentic in my role as a transformational leader. More 
important, student outcomes are not likely to improve. Therefore, the status quo should 
not be maintained. 
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The chosen solution. Weighing the pros and cons of each solution, the third 
solution, to leverage school literacy teams to work as LDTs, presents the most 
advantageous path forward. Fullan (2018) purported that school leaders, as instructional 
leaders, work to create a collaborative group improvement process. School leaders take 
on this role and shape the conditions for all to learn on a continuous basis (Fullan, 2018). 
LDTs would enact a similar position. School leaders would work beside the other 
educators (learning coach, student support teacher, and Inuktut-speaking teacher) as they 
focus on the shared goal of executing the PDFM tool effectively. Through this process, 
school leaders would also build professional capital across their schools. The LDTs’ 
collaborative nature would widen the collective capacity of educators in the same 
community through the constructivist method (Lick, 2006). This, in turn, would 
contribute to the sustainability of successful continuous improvement, such that other 
school leaders and teams could also become more effective in executing change. 
In Chapter 3, the third solution is explored to develop an implementation plan for 
the proposed change. Within the development of the LDT, aspects of the first two 
solutions would be integrated as feasible to fulfill the outcomes of the change plan. 
Before turning to that plan, however, it is necessary to consider leadership ethics and how 
my leadership approach supports this proposed change. 
Leadership Ethics and Organizational Change 
When school leaders are asked to fulfill accountabilities connected with student 
achievement, issues of ethics should be considered as part of leading effective 
organizational change (Ehrich, Harris, Klenowski, Smeed, & Spina, 2015). In the context 
of my OIP, the implementation of the PDFM tool ultimately seeks to improve student 
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learning through teachers’ and principals’ collaborative interactions. This type of action 
best suits Angus’ (2006) concept of ethical leadership, defined as a social, relational 
practice concerned with the moral purpose of education. It advocates a core value of 
collaboration when working with educators.  
Starratt’s (1991, 1996) framework explored ethical leadership and integrated three 
ethics: an ethic of care, an ethic of justice, and an ethic of critique. In the case of ethic of 
care, the change agent as a transformational leader has embarked on this OIP because of 
deep concern for principals’ current challenges with effectively executing the PDFM tool. 
This concern shows regard to the dignity and worth of their role. During interactions with 
principals, care will be given to ensure that they maintain their authentic individuality. A 
safe space will be created for them to be open and honest, to seek support, and to 
effectively facilitate reflective conversations with teachers as they use the PDFM tool. 
Through the ethic of care, the human relationship is central to the leader’s focus, and 
opportunities are given for all voices to be heard and valued (Beck, 1992; Noddings, 
1984; Shapiro & Gross, 2013). However, the change agent needs to be careful that school 
leaders do not become dependent on regional supports or the members of the LDTs to 
fully enact the process of the PDFM when the ethic of care is demonstrated.  
Tunnganarniq was one of the IQ principles presented in Chapter 1. It means 
“being welcoming and open” and is considered part of the ethic of care in the planning 
and implementation of this OIP. When interacting with principals and participants of the 
change plan, a deep understanding of different backgrounds, experiences, and cultures is 
required for the transformational leader to be inclusive. For example, when 
communicating with colleagues, I would act to ensure that they have the freedom to use 
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their first language, or language of choice. I would strive to be an active listener in order 
to understand different language accents or patterns, viewpoints, levels of experience, and 
knowledge of professional practice. I would also strive to be understanding of LDT 
members’ concerns and be flexible if members are absent for meetings due to illness, 
weather, or a school crisis that may threaten the safety and well-being of the school 
community. These identified limitations and ethical considerations require patience and 
flexibility with timelines and implementation.  
Whereas the ethic of care is propelled by relationships, the ethic of justice takes a 
wider scope of people (Ehrich et al., 2015). In the context of this OIP, the ethic of justice 
is demonstrated by how principals are treated as implementers of this PDFM tool. They 
should be given equal opportunities to become proficient in their skills and abilities. They 
should get all the necessary training and support to successfully execute the process. 
Evidence emerged in conversations and observations that many principals lacked the 
understanding, skills, and capacity to be effective facilitators of the reflective 
conversations needed to complete the PDFM process. This was a driving factor that 
caused me to seek ways of supporting them within the scope and agency of my work as 
an SOS. In so doing, an attempt is being made to create a strong learning community. As 
the change agent, I need to be aware that principals could extend bias to their teachers as 
they execute the PDFM process and mitigate against this possibility. In other words, 
principals must treat their teachers equally regardless of their level of knowledge, skills, 
and experience as they participate in the PDFM process. 
Two IQ principles that align with the ethic of justice are Pilimmaksarniq, 
“capacity building through knowledge and skills acquisition,” and Inuuqatigiitsiarniq, 
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“respecting others and building positive relationships.” The proposed implementation 
plan for change in the organization will ensure that every principal has the opportunity to 
increase his or her knowledge and skills to be able to execute the PDFM tool with fidelity. 
Principals should feel confident in their ability to be competent transformational school 
leaders and be given the space to ask questions without feeling intimidated or scared. The 
expectation from the department is that all principals lead the PDFM initiative, and that 
they should be supported in order to be successful in doing so. Pilimmaksarniq and 
Inuuqatigiitsiarniq exercised by the change agent supports a moral stance that 
demonstrates the ethic of justice. This leads to the final ethic, the ethic of critique. 
Two IQ principles that align with the ethic of critique are Piliriqatigiigniq, which 
means “developing collaborative relationships and working together for a common 
purpose,” and Qanuqtuurunnarniq, which means “being resourceful to solve problems.” 
Through the lenses of these IQ principles, partnerships and collaborative inquiry will be 
developed and experienced in the CoP, telephone conversations, videoconferences, and 
coaching sessions. During these interactions, space will be given to each participant to 
contribute ideas as to what will make the implementation of the PDFM tool a success. 
The change agent will also create opportunities for LDT participants to role-play, reflect 
on their own practices, and enhance their leadership. 
In the implementation of any change plan, ethical leadership should be considered, 
especially when the change agent proposes to use a transformational leadership approach 
to execute the plan. In the context of my OIP, Starratt’s (1991, 1996) framework aligns 
well with the IQ principles stated above. They will be the common thread that will guide 
execution of the change implementation plan presented in Chapter 3.  
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Chapter 2 Conclusion 
In creating an OIP, the change agent has to take into account the planning and 
development of the entire process to experience some success in its outcomes. In this 
chapter, the leadership approaches to execute this change plan were considered and the 
change path model (Cawsey et al., 2016) was presented as a framework for leading the 
change process. A critical analysis of the organization, framed within the congruence 
model (Nadler & Tushman, 1980), outlined the various inputs that should be considered 
when designing a strategy. Four possible solutions to the PoP were proposed. The best 
possible solution within the scope and agency of the change agent was selected: The 
creation of LDTs using existing literacy teams to foster CoP in the schools. In Chapter 3, 
I present a plan for change implementation and a communication plan that will facilitate 
collaboration and co-operation among the LDT members, within the context of 
organizational change that this OIP seeks to deliver.  
 
BUILDING LEADERSHIP CAPACITY  76 
 
Chapter 3: Implementation, Evaluation, and Communication 
Chapter 3 presents a change implementation plan framed by the four stages of 
Cawsey et al.’s (2016) change path model in conjunction with the conceptual framework 
of Hall and Hord’s (2006) concerns-based adoption model (CBAM). This chapter also 
outlines the monitoring and evaluation process, and presents a plan to communicate the 
need for the proposed change. Finally, the chapter concludes with next steps and future 
considerations for the implementation of an effective PDFM tool process in schools in 
this region of Arctic Canada.  
Change Implementation Plan 
In addressing the PoP of the faulty delivery of the PDFM tool in K–12 schools in 
a region in Arctic Canada, the implementation plan for this OIP seeks to answer three 
guiding questions:  
1. What leadership skills might school leaders need to develop to support 
teachers to implement the PDFM tool successfully?  
2. How can capacity be built among school leaders to execute the PDFM tool 
efficiently?  
3. How will school leaders know they have successfully implemented the PDFM 
tool to ensure that teachers build upon the skills and teaching strategies 
needed to support student learning?  
The proposed solution, as indicated in Chapter 2, is to develop and operationalize 
LDTs in schools. Portions of Solutions 1 (develop training through technology and online 
materials) and 2 (provide coaching for school leaders) will be included as feasible. The 
plan is culturally responsive and in keeping with the territorial mandate for change.  
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Mandate for change. As noted in Chapter 1, the change plan for this OIP 
commenced upon the issuing of a territorial mandate letter. At the beginning of a new 
government’s term in office, this letter outlines priorities and goals, and guides the work 
of the Department of Education in the new fiscal year. This is done to ensure that 
expectations are met and that students receive the education they deserve in the cultural 
context of the Inuit people. The priorities of the mandate letter that are directly connected 
to this OIP are twofold: 
1. To continue the implementation of the PDFM for the territory’s educator 
community through formulation of training plans based on submissions of 
their professional development plans; and  
2. To continue the monitoring of the progress of the PDFM to ensure it takes into 
account IQ principles. 
The implementation of the PDFM tool is highlighted in the mandate letter to 
ensure that teacher professional development is realized based on the accepted standards 
of teaching in the territory ([Territorial] Department of Education, 2016). The standards 
in the PDFM tool support teachers in their professional knowledge, practice, and 
engagement. They encourage reflection on best practices with a focus on Indigenous 
populations as well as on students with different language competencies. This helps all 
teachers, especially those who are non-Inuit, to understand how to teach the students in 
their Indigenous context.  
The Department of Education, through the effective implementation of the PDFM 
tool, is committed to supporting classroom teachers to grow in their profession within a 
culturally rich environment to achieve the best possible student outcomes. The cultural 
BUILDING LEADERSHIP CAPACITY  78 
 
relevance of this tool and its outcomes are reported in its professional standards. These 
concepts are an essential part of the change process. These include:  
• Understand how to implement the IQ principles and Inuit societal values (the 
beliefs, laws, principles, values, and practices that underpin Inuit society). 
• Develop teaching programs that support equitable and ongoing participation of 
Inuit students by engaging in collaborative relationships with community 
representatives and parents/guardians. 
Ensuring that there is at least one Inuk member on an LDT may help to meet the 
needs of both Inuit and non-Inuit teachers working on goals that pertain to IQ and culture. 
In addition, cultural experts, school community counsellors, Elders, or DEA members 
may be utilized, as needed, to ensure that all improvement is situated around culturally 
relevant needs and responses. All participants have a role to play, as is described next. 
Roles and responsibilities of the participants of the change plan. The change 
implementation plan will be executed by the change agent to support school leaders with 
the aid of members of the LDTs. This plan begins with the change agent identifying the 
supports needed to respond to the PoP. To do so, the change agent will take the following 
actions: 
• Gather data on what supports are needed through formal and informal 
conversations with senior managers, principals, learning coaches, student support 
teachers, and teachers of Inuktut.  
• Ask principals to share concerns they have with the implementation of the tool. 
• Meet with the ED and other SOS to discuss the findings. 
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• Leverage the literacy teams to form LTDs and formatively assess how members 
could support principals in PDFM implementation as a community of learners. 
Communicate the LDT’s role, giving time and support to schools as needed, and 
address concerns. 
• Conduct a readiness for change survey using Conzemius and O’Neill’s (2014) 
SMART School Self-Assessment (see Appendix A, Table A1) with the LDT 
members. Principals will then conduct the same survey with their teaching staff.  
• If there are gaps in the readiness of the school for the change plan, the LDT, 
supported by the change agent, will work to ensure that these gaps are addressed 
in their school improvement plan. 
• Continue to hold regular meetings of the LDT to address any concerns of the 
principals and teaching staff. In these meetings, activities may include 
collaborative inquiry, modelling, deeper learning on the use and purpose of the 
PDFM tool, and reading of literature on pertinent topics. 
The proposed change implementation plan can be understood through the 
conceptual framework presented in Figure 6. As the conceptual framework shows, the 
plan incorporates elements of Hall and Hord’s (2006) CBAM and Nadler and Tushman’s 
(1980) congruence model. In alignment with these considerations, the plan would be 
operationalized through the change path model (Cawsey et al., 2016) as viewed through 
the three dimensions of culturally responsive pedagogy—institutional, personal, and 
instructional (Richards, Brown, & Forde, 2007). My intention is to execute the plan in 
three schools within one community.  
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Figure 6. A conceptual framework of how to operationalize the change implementation 
plan.  
All aspects of the conceptual framework are described in detail in this section, 
beginning with CBAM (Hall & Hord, 2006) and the congruence model (Nadler & 
Tushman, 1980). 
Concerns-based adoption model and congruence model. Hall and Hord’s 
(2006) CBAM is related to the three diagnostic dimensions in the conceptual framework 
of the change process. It is the vehicle by which participants are ask and answer essential 
questions to give them the support they need to ensure the success of the change process. 
The CBAM diagnostic dimensions provide guidance to drive the change agent’s, and 
other stakeholders’, decisions and actions.  
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Nadler and Tushman’s (1980) congruence model, through an adaptive process, 
creates incremental and continuous organizational change. It emphasizes a 
transformational approach and creates a space for reflection on the organizational 
processes, roles, and relationships (Nadler & Tushman, 1980). It aligns with methods that 
may support the integration of IQ principles, an important consideration for Northern 
Indigenous societies. 
Culturally responsive pedagogy. Culturally responsive pedagogy is a term 
Ladson-Billings (1995) coined in the early 1990s. She defined it as a way for racially and 
ethnically diverse students to “maintain cultural integrity, while succeeding 
academically” (Ladson-Billings, 1995, p. 476). In a culturally responsive classroom, 
effective teaching and learning occur in a culturally supported, learner-centred context, 
whereby the strengths students bring to school are identified, nurtured, and utilized to 
promote student achievement (Gay, 2002; Zhang-Wu, 2017).   
For the purposes of this OIP, culturally responsive pedagogy is an inclusive term 
to describe an approach that benefits not only students, but also the leadership practices 
of principals and teachers. The three dimensions of institutional, personal, and 
instructional were adapted from Richards et al.’s (2007) definition of culturally 
responsive schools. These three dimensions relate to the IQ principles and help to ensure 
they are a key part of implementation planning. The IQ principles champion all aspects of 
traditional Inuit culture, including values, worldview, social organization, perceptions, 
and expectations.  
The institutional dimension refers to implementation plan activities that occur at 
the system level, both regionally and at the schools (Richards et al., 2007). It includes the 
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policies and practices of the organization, communication structures, and operational 
requirements. It also includes the senior managers, members of the LDT, and the quality 
and quantity of their social interactions. The institutional dimension is governed by those 
in leadership positions with the power to direct the policies and actions of the institution. 
They must recognize the cultural and linguistic needs of the organization and take steps 
to ensure inclusivity for all. 
The personal dimension focuses on the skills, abilities, beliefs, and values of those 
in the organization (Richards et al., 2007). It connects to the self-efficacy of the 
individuals involved, how they view their effectiveness, the quality of their interactions, 
and their beliefs as to whether their contributions make a difference (Richards et al., 
2007). The personal dimension encompasses methods that are culturally responsive. The 
change agent must adopt these methods to ensure effective implementation of the change 
plan. In the context of this OIP, the personal dimension includes participants’ ability to 
understand the IQ principles and display them in their daily roles and interactions in 
schools.  
The instructional dimension includes activities that happen mainly at the school 
level that involve teaching and learning (Richards et al., 2007). It is learner-focused for 
both students and staff, supporting teachers in building the skills and strategies needed for 
student success. The ideal of the instructional dimension is for every student to receive 
the highest quality instruction each day (Richards et al., 2007). A culture of reflective 
practice that addresses the cultural, linguistic, and learning diversity of the school 
community is desired in this dimension.  
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All three dimensions are foundational to the establishment of an inclusive school 
culture (Richards et al., 2007). These dimensions are used to support an important step in 
effecting change that happens through professional development, one that incorporates 
self-awareness activities, reflection, invitations for ongoing discussions about diversity, 
and how culture impacts instruction and management of the classroom (Beauboeuf-
Lafontant, 1999; Gay, 2002; Ladson-Billings, 2001; Skiba et al., 2008; Townsend, 2000). 
These dimensions of culturally responsive pedagogy are the lenses through which the 
change path planning is viewed. That path follows Cawsey et al.’s (2016) change path 
model, beginning with the first stage, awakening.  
The awakening stage. The awakening stage requires the change agent to 
continuously examine the external and internal environments to understand the tensions 
that have been created by the change process (Cawsey et al., 2016). Scanning the 
environments would be done through the four components of this stage and the lenses of 
two related IQ principles, Philimmaksiarniq and Tunngarniq, as shown in Table 4.  
Table 4 
Components of the Awakening Stage  
 
Note. Related IQ principles are Pilimmaksiarniq and Tunngarniq: Working together for a 
common purpose and being open and welcoming. 
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The guiding question that would be considered at this stage through the 
framework of Hall and Hord’s (2006) CBAM is, “What leadership skills might school 
leaders need to develop to support teachers to implement a PDFM tool successfully?” 
The CBAM will be used to collect data on this question from the participants of the 
change plan (the ED, SOS, principals, vice principals, student support teachers, learning 
coaches, and Inuktut-speaking teachers), through consultation, communication, and 
monitoring. It will be crucial to filter the deliberations and feedback of all stakeholders to 
ensure that the team adopts culturally responsive practices that reflect IQ values and 
knowledge, as they are the foundational tenets of the organization. The data gathered will 
inform the action plan. The plan will be aligned with the stages of the change path model, 
through the lenses of the three dimensions of culturally responsive pedagogy (Richards et 
al., 2007), as discussed next.  
Institutional dimension of the awakening stage. The change agent will conduct a 
survey using the SMART School Self-Assessment (see Appendix A; Conzemius & 
O’Neill, 2014) with principals, vice principals, student support teachers, learning coaches, 
and an Inuktut-speaking staff member. Survey data will inform four key areas. First, how 
focused and aligned are the schools’ goals with the annual goals of the Department of 
Education? Second, what reflective practices are already in the schools? Third, do 
schools have collaborative skills already established? In other words, have they included 
methods for continued conversations and reflection as part of their instructional 
leadership structures? Fourth, what degree of leadership skills do teachers have in the 
schools?  
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Data from the survey will also help to identify the four prerequisite practices that 
may contribute to a school environment conducive to successful implementation of the 
PDFM. In the event some are missing, then a plan to assess how ready the school is for 
the proposed action plan may be considered. These four prerequisite practices are focus, 
reflection, collaboration, and leadership capacity. Focus entails a shared vision for 
continuous school improvement that centres on student learning and achievement. 
Reflection involves staff reflecting and conversing on professional matters that impact 
student learning. School staff know whether current practices are effective and 
continuously seek to find new methods to improve student performance. Collaboration 
requires a high degree of trust among individuals. The structures of the day and year must 
provide flexibility and time for people to work together. Finally, leadership capacity 
means there is full participation in leadership. Teaching and support staff, administration, 
community members, parents, and students all have important and defined leadership 
roles. Building leadership capacity supports principals to develop the necessary skills and 
strategies to help teachers build the necessary skills and strategies, and consistently use 
them in collaborative ways. 
The data gathered from the SMART School Self-Assessment will indicate the 
gaps in these practices and determine readiness for this proposed change plan 
(Conzemius & O’Neill, 2014). Using this information as formative data, the change agent 
will share findings with the LDTs and assist members in understanding the scope of their 
work to move forward. The results of the data would establish the foundational skills to 
support a successful implementation process of the PDFM tool. 
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Personal dimension at the awakening stage. At the awakening stage, the change 
agent would influence two internal groups, one at the system level and one at the school 
level. All interactions with these two groups would filter through the IQ principle of 
Piliriqatigiiniq, collaboration for problem-solving. At the system level, the ED and the 
change agent meet weekly. Principals will be encouraged to email their concerns about 
the implementation process of the PDFM tool, to be gathered and analyzed qualitatively 
at these meetings. The prerequisite skills of the SMART School Self-Assessment (focus, 
reflection, collaboration, and leadership capacity) will be used to frame guiding questions 
in the conversations.  
A similar approach would be done informally and formally as part of the agenda 
items with the other two SOS in our regular weekly deliberations, with school leaders in 
the schools I visit (at least twice per year), and through weekly telephone calls with 
principals on issues pertaining to the implementation of the PDFM tool. The qualitative 
data noted from these conversations, along with their written concerns, would be 
considered in conjunction with elements of the CBAM model (Hall & Hord, 2006). 
Collectively these data will be used to inform the development of an action plan, which 
may improve the process of how this tool is executed, beginning in one set of schools in 
one of two communities that are under my direct responsibility.  
Members of the LDTs would be leveraged to provide a greater level of support to 
the principal. As Timperley (2005) stated, “Decisions about who leads and who follows 
are dictated by the task or problem situation, not necessarily by where one sits in the 
hierarchy” (p. 396). The expected roles and responsibilities will be clearly communicated 
to each member of this group. The primary expected outcomes are to support the 
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successful delivery of the PDFM tool for all teachers, and thereby help achieve increased 
literacy levels in students. Through regular, ongoing interactions and developing positive 
relationships with these two internal groups, the change agent would then move into the 
instructional dimension of the implementation plan.  
Instructional dimension at the awakening stage. The intention of the change 
agent is to create a CoP among senior managers at the system level and among the LDT 
at the school level. The participants at these two levels would focus on how teachers are 
progressing through the PDFM implementation plan and consider how the core values of 
collaboration, cooperation, cohesion, and trust can support this process. The same values 
could be used to foster improved group dynamics for successful collaborative inquiry. 
At the system level, the change agent would share with the ED and the SOS the 
results of the SMART School Self-Assessment (Conzemius & O’Neill, 2014). This 
exchange would generate continuous discussions, inform how ready the schools are for 
the proposed change, and help to identify steps to improve the implementation process of 
the PDFM tool. Senior leadership will use CoP when engaging in monthly principals’ 
conference calls pertaining to the implementation of the PDFM tool. During the CoP 
meetings, principals will have the opportunity to share their experiences with 
implementing the framework, allowing for others in the group to better understand the 
process, find ways to innovate, and create solutions as barriers arise. 
At the school level, the change agent would engage in structured conversations 
using modes of belonging; that is, engagement and imagination. This would create 
alignment between the conceptual framework for implementing a CoP approach with the 
LDT members, based upon the items identified in the SMART School Self-Assessment 
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(Conzemius & O’Neill, 2014). This would increase levels of support and deepen 
understanding of the rationale for using this tool in alignment with the Department of 
Education’s school-level goals. These conversations are also valuable for opening up 
conversations about teaching and student learning, setting the stage for further inquiry 
connected to the outcomes recognized in the PDFM tool. 
Within the context of this OIP, Wenger’s (2010) conceptual framework of a CoP 
supports the LDT as part of a social learning system. A CoP is a group of people who 
share a common concern, a set of problems, or an interest in a topic that fulfills group 
goals (Wenger, 2016). The LDT will be tasked with executing the transformational vision 
described in this OIP, and their role will be to support the process by problem-solving as 
issues arise, innovating, clarifying misunderstandings, building support, and articulating 
cultural relevance. This group will be a safe place for learning-focused conversations on 
the PDFM tool, collaborative inquiry, and modelling. Members will have opportunities to 
share different perspectives to impact everyone’s practice, skills, and knowledge.  
Communities of practice are systems for collective critical inquiry and reflection 
that will assist in building and supporting this new shared identity of professional 
development in our schools (Wenger, 2016). The school leaders will first demonstrate 
transformational leadership by inspiring and motivating LDT members to become 
champions of change while creating learning opportunities for them. The goals, vision, 
and culture executed by school leaders in this group will then be extended to the wider 
school community, which in turn will improve the instructional practice of the teachers 
they support and student outcomes (Lambert, 1998; Leithwood & Seashore Louis, 1999). 
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CoPs provide a way of exploring the complexity and dynamics of social learning 
and build a collective knowledge. They are a means of participating in a learning 
community that improves both the personal knowledge of the participants and their 
knowledge within the domain (Lave & Wenger, 1991). This group of educators will 
collaborate over an extended time on the process of the PDFM and how it should be 
executed effectively. These conversations will help to develop cohesion and a common 
understanding. As part of the monitoring process, members of the LDT would continue 
these conversations to consolidate the change vision before moving into the second stage 
of Cawsey et al.’s (2016) change path model. 
The mobilization stage. The mobilization stage is the second stage of the change 
path model, where the “distance between the desired future state and the present state” of 
the organization is identified (Cawsey et al., 2016, p. 60). In the mobilization stage, 
change leaders understand the transformational methods and processes that will best 
ensure that principals are supported in their efforts to implement the PDFM tool. 
Mobilization of the change process is achieved at the system level when all senior leaders 
understand the purpose, scope, and methodology of effective implementation. 
Mobilization at the school level is realized when principals are aware of and confident 
with the process of implementing the PDFM tool, when they have established systems of 
support, and when the LDT is able to support the delivery of tool with classroom teachers. 
The four components of the mobilization stage, and the related IQ principles of 
Pijitsirniq and Innuqatigiitsiarniq, are shown in Table 5. The guiding question that would 
be considered at this stage is, “How can capacity be built among school leaders to 
execute the PDFM tool efficiently?” The data gathered from the SMART School Self-
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Assessment survey (Conzemius & O’Neill, 2014) would be analyzed by the change agent 
and viewed through institutional, personal, and instructional dimensions. The change 
agent would clearly communicate the need for this proposed change, “along with the 
vision for the change” (Conzemius & O’Neill, 2014, p. 54), to all participants. This will 
ensure that a shared understanding and full support for the change are established so that 
everyone has a starting point for further communication and action planning. 
Table 5 
Components of the Mobilization Stage 
 
Note. Related IQ principles are Pijitsirniq and Innuqatigiitsiarniq: Contributing to the 
common good through serving and leadership, and respecting others. 
 
Institutional dimension of the mobilization stage. At the regional level, the SOS 
as the change agent and members of the senior management team, building on the work 
done in the awareness stage, will identify areas that are lacking and supports needed. At 
the school level, the change agent, with the members of the LDTs, will itemize needs and 
share them with the regional office. Information that has been gathered will assist with 
the development of a plan to put supports in place based on the (human and material) 
resources that are required. For example, if the school needs to have mini workshops on 
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the prerequisite skills needed as a foundation on which to start the implementation 
process, then this could become part of the time set aside for staff professional learning as 
scheduled on the school calendar.  
Personal dimension of the mobilization stage. As the change agent, my personal 
reflection and assessment of my own skills and abilities that would be best used to 
advance the proposed plan will be noted. Then, I would use my transformational 
leadership approaches, such as sharing and communicating the vision, demonstrating 
positive proactive communication skills, working to build trust, listening, and 
encouraging all participants of the change process (Stewart, 2006). Through my 
interactions with the members of the LDTs, I would leverage their skills and knowledge 
to influence the staff members to get on board with the change. The LDTs may also 
identify Elders in the community who may help to integrate the IQ principles in the 
change process and as a support mechanism as schools reflect and collaborate with each 
other in the process.  
I would also consult with one of the SOS at my workplace, who is a local 
community member, to share her vision of the supports needed, through the lens of the 
IQ principles, to get everyone’s buy in with the proposed change. For example, one SOS 
in our senior management team is an Inuk who was schooled in the region and has been 
in education in different roles for over 25 years. She has a wealth of historical and 
cultural knowledge that would be an asset to the proposed implementation plan to 
improve how the PDFM is being executed in our schools. 
Instructional dimension of the mobilization stage. The change agent, through 
face-to face and teleconference calls, would meet with the internal support groups at the 
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regional and school levels, individually and as a team, to share the data and solicit 
suggestions. The face-to-face meetings would be conducted bianually during school visits 
and weekly through videoconferencing with the schools. These meetings would provide 
an opportunity for open communication and clarification of PDFM requirements. As the 
change agent, I would communicate to them that I think their capabilities in making this 
plan are achievable (Steinmann et al., 2018). As a transformational leader, I would strive 
to ensure that through active listening, paraphrasing, questioning, and reiteration of the 
vision of change, the kinds of supports that schools might need are delivered. This would 
be done over periods of short- and mid-term planning during the school year from August 
2019–January 2020, as noted in Table 6. Then, a detailed action plan would be posed for 
execution in the third stage of the change path model, the acceleration stage. 
Table 6 
Short- and Mid-Term Goals  
 
BUILDING LEADERSHIP CAPACITY  93 
 
The acceleration stage. At the acceleration stage, the proposed plan would be 
fully developed and put into action. The question that would be considered is, “How will 
school leaders know they have successfully implemented the PDFM tools to ensure that 
teachers build upon the skills and teaching strategies needed to support student learning?” 
It involves three components, as presented in Table 7, and relates to the IQ principles of 
Pilimmaksiarniq and Tunngarniq, This section of the change path model is discussed 
further as it relates to the institutional, personal, and instructional dimensions of 
culturally responsive pedagogy (Richards et al., 2007). 
Table 7 
Components of the Acceleration Stage 
 
Note. Related IQ principles are Pilimmaksiarniq and Tunnganarniq: Capacity building 
through knowledge and skills acquisition, and being open and welcoming. 
 
Institutional dimension of the acceleration stage. This dimension involves action 
planning and implementation at the regional level (Cawsey et al., 2016). Accelerating the 
plan might take longer than the projected time, as many mitigating factors may be 
happening in schools. Issues such as school closures due to long periods of blizzards, 
staff turnover, and lack of human resources are common in the Arctic. However, the 
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short- and mid-term goals may continue to progress, giving more time to drill deeper into 
the discussions as consideration is given to the nuances in each school setting.  
Personal dimension of the acceleration stage. As the change agent, I would co-
construct implementation goals with the members of the internal support groups. There 
will be room given to areas that are negotiable such as timelines, number of goals 
teachers set, and reporting data. During our ongoing face-to-face meetings and telephone 
calls, we could create a list of implementation benchmarks. School leaders could use 
these benchmarks to measure their successes and shore up weaknesses.  
Benchmarks and other ongoing discussion topics may also be shared with 
teachers. Principals and vice principals would be encouraged to make a checklist of the 
qualitative data from teacher responses as they facilitate the PDFM process with them. 
These data would then be shared with the change agent to inform how to further solidify 
the action plan for setting up supports to achieve the desired change.  
Instructional dimension of the acceleration stage. This dimension includes 
knowing and supporting the participants to develop new knowledge, skills, abilities, and 
ways of thinking that would foster the desired change (Cawsey et al., 2016). At this stage, 
I would be the primary support to ensure identified gaps are included in the change plan. 
Through workshop development, sharing of information online, and coaching with 
members of the LDTs, identified goals may be achieved. Principals will look at their 
teachers’ plans and collect their own aggregate data on what teachers in their schools are 
working on. They should be able to share this knowledge and connect it with their 
classroom visits, professional development weeks, and daily planning. From these 
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ongoing inputs, decisions would be made on the required short-term goals needed to 
move to the next stage of the change path model, institutionalization. 
The institutionalization stage. At this last stage of Cawsey et al.’s (2016) model, 
shown in Table 8, the desired new state of the proposed change would be realized. The 
two IQ components that would be involved in this stage are Qanuqtuurunnarniq, being 
resourceful to solve problems and Avatimik Kamattiarniq, mutually interdependent 
relationships. This stage may not be realized for some time, particularly given the 
possibilities of school interruptions due to COVID-19.  
Table 8 
Components of the Institutionalization Stage 
 
Note. Related IQ principles are Qanuqtuurunnarniq and Avatimik Kamattiarniq: Being 
resourceful to solve problems, and mutually interdependent relationships. 
 
At this stage, use of the CBAM framework (Hall & Hord, 2006) and the PDFM 
tool benchmarks would be part of the tracking process. How much fidelity is given to its 
use in the schools would be the focus. The expected long-term goals are presented in 
Table 9, with some guesswork on the timelines. 
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Table 9 
Long-Term Goals 
 
Limitations. The constant shifting of the external and internal environments 
directly impacts an organization’s members and resources (Cawsey et al., 2016). For 
example, the COVID-19 pandemic halted all educational operations in the spring of 2020. 
As a result, this implementation plan and the proposed possible solutions will need to be 
formatively assessed at each stage of the change path model to respond to these changes. 
Each school’s culture will also be impacted differently as the implementation plan 
proceeds. Among the factors that may affect the change agent’s and principals’ ability to 
fully execute the process, and therefore limit the success of the implementation plan, 
include socioeconomic challenges, geographical distances, and high staff turnover.  
BUILDING LEADERSHIP CAPACITY  97 
 
In terms of socioeconomic challenges, although schools have the required 
resources and materials to operate effectively, many students face daunting 
socioeconomic circumstances in their daily lives. They include lack of adequate nutrition, 
overcrowded homes, and trauma. These constraints affect the implementation of the 
change plan in that staff have additional responsibilities to support students and families 
with these socioeconomic needs. The actual time they may be able to devote to the full 
implementation of this initiative may thus be limited.  
The geographical setting of this region has communities sparsely located and 
distant from one another. Travel between them is limited and expensive. Harsh weather 
conditions often cause school closures. The isolation and climate shape the PoP/OIP in 
that they create real challenges in engaging with principals, making interschool 
connections, and maintaining momentum. Communication mainly occurs through the 
Internet and phone, and often comes with grave challenges at they sometimes do not 
work efficiently. It also limits the possible use of technology as a tool within professional 
development programs.  
A final limiting factor is staff turnover. As noted in Chapter 1, schools in this 
region of the Arctic generally have high turnover, which will make it more challenging to 
maintain consistency in the change plan. The number of experienced and trained 
principals as educational leaders is limited. Most principals are on 3-year contracts, 
leaving a short amount of time to realize change initiatives in schools. Some principals 
are given extensions of their term contract, but this is not a guarantee for all the principals 
involved.  
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In sum, despite these limitations, this change implementation plan sets a path 
forward. By engaging with the LDTs as the change agent, I could influence participants 
to support the execution and implementation of this OIP. It is desired that all parties 
involved would strive to succeed, not only as part of their accountability, but also as a 
means to enhance their individual leadership roles. To have a successful implementation 
process of the PDFM in the schools, champions of change at the regional and school level 
will be needed. A means of monitoring and evaluating change will also be needed, which 
is presented next.  
Change Process Monitoring and Evaluation 
In this section, the PDSA (plan, do, study, act) change-management model 
(Donnelly & Kirk, 2015) is introduced, filtered through the three dimensions of culturally 
responsive pedagogy (Richards et al., 2007). The PDSA cycle provides a structure for 
testing and monitoring quality improvement and change systems (Taylor et al., 2014). 
Guidance is given to how monitoring and evaluation activities of the change plan, 
beginning with three schools within one community, could be conducted. Through the 
PDSA cycle, the change agent would be able to manage the change plan by posing 
objectives, achieving valid measurements, and providing evidence that the approach may 
be working. Figure 7 shows the different cycles of the PDSA monitoring and evaluation 
process (Donnelly & Kirk, 2015). 
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Figure 7. The PDSA cycle.  
Adapted from “Use the PDSA Model for Effective Change Management,” by P. 
Donnelly & P. Kirk, 2015, Education for Primary Care, 26(4), p. 279. Copyright 2015 by 
Taylor & Francis.  
 
Within the context of this OIP, the meanings of monitoring and evaluation are 
based on Markiewicz and Patrick’s (2016) definitions. They stated that evaluation is 
“planned, periodic, and systematic determination of the quality and value of a programme, 
with summative judgment as to the achievement of a programme’s goals and objectives” 
(Markiewicz & Patrick, 2016, p. 12). The authors defined monitoring as “the planned, 
continuous and systematic collection and analysis of program information able to provide 
management and key stakeholders with an indication of the extent of progress in 
implementation, and in relation to program performance against stated objectives and 
expectations” (Markiewicz & Patrick, 2016, p. 12). The implementation plan proposed 
would be formatively assessed throughout the process of its execution and at the end of 
each outcome; it would be evaluated to see if it has met the expected objectives that were 
stated.  
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The first stage of the PDSA cycle, plan, corresponds with the first stage of 
Cawsey et al.’s (2016) change path model, awakening. At this stage, many questions are 
asked to clarify the PoP. For example, “What is the problem?” and “How do you know 
there is a problem?” These questions are useful in establishing measurable objectives that 
need to be achieved. Answers to these questions become a part of identifying readiness 
and the proposed change plan to be executed. During this step of the cycle, roles and 
responsibilities, targets, and accountabilities are established, setting the stage to 
formatively assess the process of the action of change. In the context of this OIP, the 
change agent would identify foundational skills and establish the readiness of school 
personnel for the proposed change by conducting informal qualitative research, having 
inquiring conversations, and issuing the SMART School Self-Assessment (Conzemius & 
O’Neill, 2014).  
The second step of the PDSA is do (Donnelly & Kirk, 2015). Here the action plan 
for the proposed change is executed. This step relates to the mobilization stage of 
Cawsey’s (2016) change path model. Observations would be made and noted at different 
points in time of projected outcomes during the implementation process of the plan. The 
co-constructed implementation goals, benchmarks, and checklist would be executed for 
the first time. As they are used, these instruments must be revisited and adjusted as 
needed, which leads to the third step of the cycle, study. 
In the third step of the cycle, the collected data are analyzed by asking some key 
questions: “Did the intervention work as planned? And, were the outcomes close to what 
was predicated?” (Donnelly & Kirk, 2015, p. 280). The acceleration stage of Cawsey et 
al.’s (2016) change path model relates to the activities that usually occur during this step 
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of the cycle. The analysis informs the fourth step of the PDSA cycle, act (Donnelly & 
Kirk, 2015).  
During the act step of the PDSA cycle, changes are made to the plan to refine it as 
needed (Donnelly & Kirk, 2015). This is done to ensure that the outcomes being achieved 
are effective to further other changes that would gain sustainability of the overall 
proposed organizational plan. The cycle is iterative in that acting to ensure the 
improvements are implemented leads to a new planning process. Thus, the cycle is never 
complete. The monitoring and evaluation pathway of the proposed plan using the PDSA 
cycle is shown in Table 10 through the lens of the three dimensions of culturally 
responsive pedagogy (Richards et al., 2007). The first dimension to consider is the 
institutional. 
PDSA cycle in the institutional dimension. In the context of this OIP, at the 
institutional dimension, the change agent and senior managers may engage in focused 
conversations as to how the proposed plan would be monitored and evaluated. Together, 
we would create the objectives of the proposed plan, objectives which may help to 
improve the implementation process of the PDFM in the schools. It is crucial that senior 
managers’ input becomes a part of the initial stage of the planning process, as their 
support is invaluable for eventual success. The change agent would suggest at the first 
face-to-face meeting of the school year, usually in September, that this proposed plan 
would require their support. The change agent would create opportunities for further 
discussions on this topic to get their feedback and refine the objectives of the proposed 
plan. This information would be especially valuable from principals who have already 
been through the full PDFM process with their teachers.  
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Table 10 
The PDSA Cycle Through Culturally Responsive Pedagogy Dimensions for Monitoring 
and Evaluation of the Proposed Plan  
 
The idea, and advantages, of leveraging literacy teams as LDTs would be shared 
with senior managers. For example, the established roles and responsibilities of the 
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literacy team would add another level of support to principals and vice principals. The 
LDT members could discuss professional development goals, support for teachers in 
professional resource acquisition, coteaching, modelling, and other professional 
development actions as indicated in the PDFM. These discussions would help members 
of the LDTs to develop a clear understanding of the PDFM implementation process. In 
these discussions, possible barriers of the proposed plan could be identified, and the 
suggested solutions would be shared among the senior management team. For example, a 
barrier such as harsh weather conditions may delay the proposed timelines to meet with 
the LDTs in schools. However, a solution could be created by having a series of 
teleconference calls on the topic, and by sending out emails which may help to get 
everyone introduced to the proposed plan.  
Targets, strategies, and actions needed to assess school leaders’ experience of the 
PDFM implementation process would be established and refined. Resulting from these 
discussions with senior management, a checklist of the key objectives would be made and 
prioritized as they align with the overall accountabilities of the role of the SOS. 
Throughout, IQ principles that reinforce the vision of the change would be kept at the 
forefront of all deliberations and interactions at the regional and school levels. Input from 
a member of the senior management team who is Inuit would be encouraged to ensure 
that the goals and objectives outlined at this stage represent foundational tenets of IQ. 
Taking active steps to include Inuit voices would help to ensure that the vision of change 
is inclusive, culturally relevant, and suited for this unique context. For example, during 
the monitoring and evaluation process, respectful dialogue would be promoted and where 
necessary, differentiation of assessment methods would be delivered that may be beyond 
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typical evaluation methods. Efficient monitoring and evaluation of the proposed plan is 
strongly influenced by how the change agent communicates and demonstrates leadership 
in a transformational way, which leads to the personal dimension of culturally relevant 
pedagogy. 
PDSA cycle in the personal dimension. In the personal dimension, the change 
agent would be creating the conditions for the proposed plan to be executed. For example, 
the change agent would first inspire the school leaders, who would then influence the 
other members of the LDT to commit to the shared vision and goals for the organization 
as they relate to the proposed plan. The change agent would challenge the participants of 
the change plan to be innovative problem-solvers, adhere to achieving long-term goals, 
and develop their leadership capacities via coaching, mentoring, and provision of both 
challenge and support (Bass & Riggio, 2006).  
The change agent would design a communication plan in the form of a two-page 
pamphlet that summarizes key guidelines for school leaders and reiterates their 
responsibility in leading PDFM implementation for the educators in their schools. A 
summary of the pamphlet will be recorded in a short video in Inuktut and English, in 
order to accommodate all the principals’ first languages. These media presentations 
would supplement the lengthy PDFM package instructions that the Department of 
Education submitted to the schools. These shorter video communications would assist the 
principals to review professional development with their educators within the first 30 
days of the school year. An outline of expectations, along with questions and answers, 
would be presented to them to foster understanding of the purpose, process, and timelines 
of the PDFM tools.  
BUILDING LEADERSHIP CAPACITY  105 
 
The change agent would communicate with the LDTs through emails, 
teleconferences, and face-to-face meetings to ensure that the fidelity of the 
implementation process is maintained. During school visits, the change agent would 
support the LDT members with activities such as coaching, modelling what the process 
should look like, clarifying any misconceptions, and answering questions. These 
opportunities would be used to encourage and motivate the participants of the proposed 
change to identify themselves with organizational goals and interests to perform beyond 
expectations (Vonoga, 2019). The final dimension to be considered is instructional.  
PDSA cycle in the instructional dimension. In the instructional dimension, the 
change agent’s focus would be on principals as system thinkers of this proposed plan. 
They would execute the SMART School Self-Assessment (Conzemius & O’Neill, 2014) 
to the members of the LDT and the teachers. Results will be used to inform the PDSA 
cycle development and act as informational pieces and needs analysis throughout the 
process.  
The primary purpose of the SMART School Self-Assessment is to support 
districts in the planning, integration, and implementation of professional learning for 
continuous improvement (Conzemius & O’Neill, 2014). It aligns school-based 
improvement with the Department of Education’s priorities for the annual plans. It 
provides a vehicle for collaborative learning and continuous improvement of both the 
process and the results. It connects the dots and forms a strong foundation to build the 
change plan in encompassing best practices of professional learning (Conzemius & 
O’Neill, 2014).  
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The four parts of the tool focus on (a) vision and goals for continuous school and 
student improvement, (b) student and professional learning through reflection and 
dialogue, (c) collaboration that will be needed for the change plan, and (d) leadership 
capacity. The tool achieves this broad purpose through a process of assessing and 
planning, enabling the following broad outcomes:  
• Further align professional learning strategies with student learning and 
improvement goals.  
• Use the evidence-based characteristics to determine the degree to which the 
current professional learning strategy is of high quality and aligned with the 
Standards for Professional Learning.  
• Determine how the strategy might be refined and better integrated to achieve 
the change goal.  
The LDT would assess and report the survey findings to the change agent, and 
together the readiness of the schools for the implementation of the proposed change 
would be ascertained. From these results, actions and timelines could be delineated and 
agreed upon. Finally, the plan of action would be executed, and formative assessment 
would be made along its path. At the end of the expected timeline, an evaluation would 
be made and the necessary changes would be made accordingly. If the school is not at the 
readiness stage, then the PDSA cycle would go back to its first stage—that is, the 
planning stage. Gaps that need to be addressed before moving forward to the other stages 
of the cycle could be identified through the three dimensions of culturally responsive 
pedagogy.  
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This kind of process influenced and facilitated by the change agent could be 
described as a feedback loop. A feedback loop is a tool used for understanding patterns 
and cycles in an organizational change process (Conzemius & O’Neill, 2014). It helps 
key personnel (e.g., the change agent, senior leadership, LDT members) to manage and 
“anticipate unintended consequences to a proposed change” (Conzemius & O’Neill, 2014, 
p. 203). It will help to understand patterns of behaviour across events of the proposed 
change. This is best illustrated in Figure 8 by its circular, reiterative process. 
 
Figure 8. Systems thinking feedback loop.  
Adapted from The Handbook for SMART School Teams: Revitalizing Best Practices for 
Collaboration (2nd ed.), by A. E. Conzemius and J. O’Neill, 2014, p. 203. Copyright 
2014 by Solution Tree Press. 
 
The change agent’s intention is to be purposeful to create a culture of reflection, 
collaborative inquiry, and shared responsibility for continuous improvement of the 
PDFM process. These activities must be collegial and equitable, promoting respectful 
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interactions that align with the change agent’s transformational leadership approach. 
Some ongoing methods of monitoring are (Conzemius & O’Neill, 2014) as follows: 
• Discussing the PDFM process in meetings at the regional and school levels. 
• Planning professional learning based on specific actions needed from the 
results of the survey. 
• Assessing progress according to established checkpoints and timelines. 
• Collaborative analysis of the data from the survey. 
• Reflecting on targets of the PDFM progress to determine next steps. 
The monitoring and evaluation plan would reflect the relationship between the 
goals identified in the SMART Self-Assessment Survey, the process of the PDFM tool, 
and the activities included in this proposed change plan. Reviewing and analyzing the 
assessment data may include the following questions: 
• Where are we now? 
• Where do we want to be? 
• What teacher’s experience will tell us we are there? 
• What do we have to learn and/or do differently to get there? 
• Who can help us? 
• Who is monitoring? When? How? What is being monitored? (Conzemius & 
O’Neill, 2014, p. 7) 
In summary, the PDSA cycle (Donnelly & Kirk, 2015), through the lens of the 
three dimensions of culturally responsive pedagogy (Richards et al., 2007), will be used 
to monitor and evaluate the implementation plan. Consistent with the overall change 
vision, continuous monitoring and evaluation through interactions with stakeholders 
BUILDING LEADERSHIP CAPACITY  109 
 
based on meetings, telephone calls, emails, and school visits will be conducted. 
Throughout this process, open, honest, and transparent communication is critical, and the 
plan to meet that deliverable is presented in the next section.  
Plan to Communicate the Need for Change and Change Process 
When communicating an organizational improvement change plan, the 
stakeholders involved must get a clear message of its purpose. Effective communication 
techniques are important, as is the ability to communicate effectively in bilingual, cross-
cultural settings (i.e., Inuktut and English). Communication may have a profound effect 
upon both the quality of the consultation process and the ability or desire of educators to 
cooperate (Glanz, 2006). When communication is poor, it can inflate the effects of 
rumour, immobilize support for the change, and affect participants’ enthusiasm and 
commitment to the change plan. When communication is strong, it can mobilize support, 
sustain enthusiasm, and foster commitment to the intended change (Criswell & Martin, 
2007).  
In the context of this OIP, the change agent will communicate at two levels: 
regional, with the ED and senior managers, and school, with LDT members and teaching 
staff. The purpose of this communication plan is help stakeholders understand the impact 
this proposed change could have on their practice as they use the PDFM tool, inform 
them of any structural changes to be made, and keep them informed of what would occur 
during the change process (Cawsey et al., 2016). With principals and staff, the change 
agent will engage in formal and informal conversations as ongoing opportunities to 
discuss the PDFM implementation process. Robust communication will support methods 
to evaluate and monitor the program and help to understand areas that need to be 
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addressed or supported in additional ways. These methods will be determined in 
partnership with principals and LDTs.  
Communication is about providing information, offering feedback, and 
responding appropriately to a particular audience (United Nations General Assembly, 
2014). Within the context of my OIP, an effective communication plan will consider 
cross-cultural needs that may “make the difference between an initiative’s success or 
failure” (United Nations General Assembly, 2014). The Government of Canada (1998) 
stated that, in Indigenous organizations, acknowledging cultural differences and 
responding appropriately to participants of change demonstrates effective communication. 
Another aspect to note is that most often the preferred mode of communication in 
Indigenous settings is done orally because of the long-held respect and recognition of oral 
language and oral traditions (Mundy & Compton, 1991).  
This communication plan would focus on four phases: (a) prechange (e.g., 
enrollment) phase, (b) creating the need for change, (c) midstream change and milestone 
communication, and (d) confirming/celebrating the change success (Klein, 1996). These 
phases are aligned with Cawsey et al.’s (2016) change path model. Table 11 outlines the 
communication phases of this plan to improve the faulty delivery of the PDFM process in 
schools in a region of Arctic Canada. These communication phases are described in more 
detail in the following subsections.  
BUILDING LEADERSHIP CAPACITY  111 
 
Table 11 
Communication Phases 
 
Note. Adapted from “A Management Communications Strategy for Change,” by S. M. 
Klein, 1996, Journal of Organizational Change, 9(2), p. 34. Copyright 1996 by Emerald. 
 
Enrollment phase. The enrollment phase of the communication plan (Klein, 
1996) parallels the awakening stage of Cawsey et al.’s (2016) change path model. The 
change agent would seek to influence senior management and school leaders. I anticipate 
less resistance in convincing them that the proposed plan is possible because it has been 
created collectively and because it is part of our accountabilities as leaders to the overall 
goals, plans, and priorities of the department. As a result, discussions on how to improve 
the process of the PDFM tool in schools may become a placeholder agenda item when we 
meet. This action contributes to the readiness environment for this change, and enrolling 
senior management in the proposed plan to address this PoP is required. 
One of the principals from the three schools in which this implementation plan 
would be executed has used a similar PDFM tool with teachers in another jurisdiction and 
often talks about its benefits. She has demonstrated some level of success in leading her 
teachers through the process. She would be one of my champions for the proposed 
change plan. The change agent could enroll her to act in a supporting role by 
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communicating the benefits of the PDFM tool and sharing her success with it. This would 
assist in supporting a smooth transition to the creation phase.  
Creation phase. The creation phase of the communication plan parallels the 
mobilization stage of Cawsey et al.’s (2016) change path model. During this phase, the 
change agent would explain to the stakeholders the rationale for the change. The SMART 
School Self-Assessment survey (Conzemius & O’Neill, 2014) would be issued. Data 
from its findings would provide a concrete benchmark to identify gaps in skills and 
knowledge that may indicate why the process of the PDFM has been faulty and not 
producing its expected outcomes. The change agent would ensure that the vision for the 
change is understood and clarify, through emails, telephone calls, and memos, the 
specific series of actions needed.  
These actions would be delivered to teachers in Inuktut and English as needed, to 
ensure that staff are treated respectfully and fairly in accordance with IQ. Having an 
Inuktut-speaking staff member on the LDTs would be an asset to ensure communications 
are culturally responsive. Elders may also be considered as oral communicators of this 
proposed plan at this phase. Actions to ensure linguistic requirements and consistency of 
delivery of the PDFM tool may require additional support at the institutional and school 
levels, especially as the change plan moves into the midstream phase. 
Midstream change phase. The midstream change phase is parallel to the 
mobilization stage of Cawsey et al.’s (2016) change path model. It is important for the 
change agent and key participants to give thorough communications on the content of the 
change and remain enthusiastic about the change (Klein, 1996). The midstream phase 
would be initiated through senior manager discussions at weekly face-to-face meetings, 
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followed by emails for redundancy. Principals would be informed through the appropriate 
lines of authority and given the opportunity, through email, to submit questions on the 
PDFM process or indicate implementation challenges with teaching staff. From this 
information, a Q&A handout would be developed and shared with all the stakeholders 
through email. Principals would be asked to post these handouts on their bulletin boards 
in their schools.  
During this phase, the principal would operate as the key communicator, and the 
members of the LDT would be seen as “line authority” of the change in the schools as 
they work directly with teachers (Klein, 1996). Staff would be informed of the LDT 
members’ involvement and purpose. Therefore, all members of the LDT should aim to 
develop and maintain trusting relationships with their staff throughout the process. This 
would also help to maintain the transformational leadership vision this plan seeks to 
promote.  
The change agent would ensure that clear and frequent updates on the proposed 
plan are communicated to all stakeholders. This may be done through a commitment to 
ongoing communication of the PDFM tool implementation and throughout all phases of 
communication planning and action, using emails, memos posted in the staffroom, and as 
a fixed agenda item at staff meetings. During school visits, the change agent would 
reiterate queries in one-on-one meetings with each member of the LDT. The change 
leader would facilitate learning conversation protocols with the LDTs and with the three 
principals of the schools in the community that is being visited. From these interactions 
with stakeholders, it is hoped that moving to the confirming phase of the proposed 
change would be realized. 
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Confirming change phase. The final stage of the proposed change is the 
confirmation of change phase (Klein, 1996). This phase is paralleled to the acceleration 
stage of Cawsey et al.’s (2016) change path model. During this phase, the change agent 
would ensure that small wins are communicated and celebrated by all the stakeholders. 
This would serve as a means of positive encouragement and provide an opportunity for 
stakeholders to recommit to the change process. The change agent would ensure that the 
consistency and frequency of communication continued, ranging from standard reports 
shared at monthly staff meetings, to personalized emails, telephone conversations, 
videoconferencing, and face-to-face communications.  
Barriers to the process of change would be addressed in a timely manner so that 
participants are not discouraged, and the necessary changes could be made. For example, 
if a principal has been out of school due to illness and would not be able to meet the 
timelines as outlined in the implementation plan, then accommodations would be made to 
suit the situation. During this phase, an indication of how near the schools are getting to 
the institutionalization phase (Cawsey et al., 2016) would be noted, so the change agent 
could clearly communicate progress and address developments as needed. 
In summary, this communication plan would focus on the four communication 
phases of prechange, creating the need for change, midstream change, and confirming the 
change success (Klein, 1996). As shown in Figure 6, the communication phases in this 
plan are aligned with the roles of the institutional, personal, and instructional inputs and 
follow the delivery of the change path model and its implementation stages. It is essential 
that effective communication methods be practiced and implemented throughout each 
stage, from awakening to full institutionalization (Cawsey et al., 2016), for the success of 
BUILDING LEADERSHIP CAPACITY  115 
 
the PDFM tool is largely dependent upon clear communication at all organizational levels 
and between leaders and staff. 
Chapter 3 Conclusion 
When developing an organizational change initiative, it is crucial to create an 
action plan, be explicit in how the plan is monitored, and evaluate and communicate steps 
to all participants of the proposed change. In doing so, it is incumbent on the change 
agent to consider the context in which the change will be executed and make the 
necessary accommodations to seek the best solutions. As such, this chapter presented a 
change implementation plan by applying Cawsey et al.’s (2016) change path model to the 
three dimensions of culturally responsive pedagogy (Richards et al., 2007). It examined 
change process monitoring and evaluation using the PDSA model (Donnelly & Kirk, 
2015), and outlined a four-phase plan to communicate the proposed change (Klein, 1996). 
The leadership approach needed for this change to be successful requires participants to 
be enrolled in the change process and feel that they can accomplish something that is 
bigger than just fulfilling a requirement from the Department of Education. It entails 
leading transformational conversations with teachers to impact their practice so that they 
can improve students’ performance. In conclusion of this OIP, next steps and future 
considerations for the implementation of this proposed plan are shared. 
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Next Steps and Future Considerations 
This OIP highlights the importance of supporting all participants in developing a 
shared understanding of the PDFM implementation process in order to accurately execute 
its procedures and achieve the intended successful outcomes. Research has shown that 
this goal it is not easily realized (Bernadine, 2019) but can be supported through an 
adoption of the change path framework, as communicated in this OIP. In the case of the 
schools in this Arctic region of Canada, the implementation process and the current 
execution methods of the PDFM tool have been observed to be faulty in several areas.  
The proposed change implementation plan to address this PoP applies Cawsey et 
al.’s (2016) change path model aligned with Hall and Hord’s (2006) CBAM, viewed 
through the lens of the three dimensions of culturally responsive pedagogy (Richards et 
al., 2007). The change agent presented possible solutions, including a preferred one: 
leveraging school literacy teams to work as LDTs. Here, three main recommendations are 
presented along with next steps that should be considered. They relate to hiring practices 
and differentiated implementation timelines, giving fluidity to school-based leadership 
teams while leveraging their capabilities.  
First, it is recommended that because principal positions generally reopen every 
three years, many of these challenges may be addressed by a laser focus on proactive 
human resource planning. How may SOS mitigate against the limitations of principal 
turnover by ensuring that incoming leaders have the skills, knowledge, and understanding 
needed to successfully implement the PDFM tool as outlined in this plan? My 
recommendation is that at the institutional level of leadership, the Department of 
Education should prioritize specific sets of leadership skills and abilities, and ensure that 
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these capacities are included in job postings and assessed through the development of 
behavioural task interview questions.  
Desired leadership behaviours at the school level may include collaborative 
leadership experiences, professional dialogue practices, and leading embedded 
professional development. Upcoming hiring practices should include these key leadership 
concepts. In the case where school leaders are hired and lack these skills, they should be 
included in the mandatory leadership training that is required by all newly hired 
principals and vice principals in the territory. A partnership should be created between 
the Department of Education and a university. Together they could assess the outcomes 
of these school leaders’ learning experiences and give the necessary training to SOS to 
address additional areas of leadership that need to be improved. This collaboration would 
contribute to executing the PDFM tool successfully in the territory’s schools. 
Second, a flexible and multichoice approach should be given to timelines within 
which principals must complete the PDFM tool implementation process. They should be 
allowed to select the most suitable means of completing it over a school year while not 
compromising the fidelity of the process. The Department of Education should 
demonstrate greater belief in the strength and commitment of its school leaders by 
leveraging their knowledge, skills, and abilities, and their unique cultural and educational 
backgrounds. This approach shows great respect and an endorsement of the abilities that 
they bring to their leadership. This belief should expand to other school leaders; for 
example, student support teachers, learning coaches, and language specialists. They too 
have capabilities that could be leveraged to support the leadership team and ultimately 
the execution of the PDFM process.  
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Third, when initiatives like the implementation of a PDFM tool are introduced to 
schools that have unique and complex contexts, there should be an intentional and 
incremental way to prepare school leaders through the change process. The monitoring 
and evaluation process should be transparent and timely. All activities should be 
frequently communicated to all stakeholders involved. Regardless of the challenges that 
occur, from the regional to the school level, there should be an intentional positioning to 
keep the initiative in the forefront to ensure that the change plan is executed with success. 
In the context of Indigenous leaders and students in schools, the foundational tenets of IQ 
should be woven into the process. It is my hope that my OIP will enlighten leaders at all 
levels in the educational arena to pay special attention to this context when implementing 
an imitative. The guidelines of this proposed plan should be given serious consideration 
as to what a successful improvement plan could look like in similar educational 
environments.  
Above all else, through the presentation of this OIP it is my hope that leaders in 
organizations, regardless of the role they play within their scope and agency, will use 
research-based frameworks to guide the change they aspire to achieve. In doing so, they 
should follow a few key steps: ensure that the readiness of the institution is measured, use 
the leadership approach that best aligns with their personal leadership style and the 
change hoped to be achieved, clearly state the action plan, outline how the plan is going 
to be monitored and evaluated, and communicate effectively throughout the change 
process. With enthusiasm and commitment, with awareness and responsiveness to the 
context in which the change plan is executed, it is possible to experience a successful 
outcome.  
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Appendix A: The SMART School Self-Assessment  
Table A1 
The SMART School Self-Assessment 
FOCUS 
1. There is a shared vision for continuous school improvement that is focused on student learning.  
1        2 3 4      5     6 7 8    9    10 
We don’t have a 
shared vision. 
 There is a formal vision 
statement, but it is 
seldom referenced. 
 The school’s vision for student 
success regularly guides our staff 
discussions and decision making. 
2. School goals focus on improved student achievement.  
1        2 3 4      5     6 7 8    9    10 
We do not have 
written goals. 
 Our goals focus on 
process and program 
enhancement. 
 Our goals address student 
learning needs with regard to 
stands and learner expectations. 
3. School goals are SMART.  
1        2 3 4      5     6 7 8    9    10 
Our goals are hard to 
measure. 
 Our goals are 
measurable but not 
specific. 
 Our goals focus on student results 
and target needs based on a 
careful analysis of data on student 
performance. 
REFLECTION 
4. Teaching staff and administration reflect and dialogue together about professional matters that impact 
student learning. 
1        2 3 4      5     6 7 8    9    10 
We never meet to 
discuss substantive 
issues related to 
student learning. 
 We occasionally 
discuss student-
centered issues focused 
on learning. 
 Our discussions focus on the 
quality of teaching and learning in 
our school. 
5.School staff knows how effectively current practices work and continuously seek to find new methods to 
improve student performance.  
1        2 3 4      5     6 7 8    9    10 
Staff do not talk 
about instruction, 
results, or 
improvements. 
 Staff occasionally look 
at how they’re doing 
and make adjustments 
or improvements. 
 Staff regularly reflect on and 
assess the impact of their 
instruction and make revisions 
based on results. 
COLLABORATION 
6. There is a high degree of trust among individuals.  
1        2 3 4      5     6 7 8    9    10 
Low trust and conflict 
characterize our 
school’s working 
relationships. 
 We generally trust each 
other but are not always 
as open as we could be. 
 Trust and openness characterize 
the way we work.  
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7.The structures of the day and year provide flexibility and time for people to work together.         
1        2 3 4      5     6 7 8    9    10 
There are no specific 
arrangements made to 
create time for the 
school improvement 
team’s interaction. 
 Time is arranged but it 
is either inadequate or 
inconsistent. 
 The school day and year have 
been structured so as to make 
collaborative decision making and 
team learning the way we do 
business. 
LEADERSHIP CAPACITY 
8. There is full participation in leadership. Teaching and support staff, administration, community members, 
parents, and students all have important and defined leadership roles. 
1        2 3 4      5     6 7 8    9    10 
There is one leader in 
the school. 
 Leadership is an 
assignment based on a 
specific task, committee 
appointment, or 
position. 
 All members of the school 
community take leadership action 
for improving school results. 
9.Individuals have well-developed leadership skills and consistently use them in collaborative ways.         
1        2 3 4      5     6 7 8    9    10 
The development of 
leadership skills is 
limited to a few 
positional leaders 
 Broad-based, skillful 
leadership is valued but 
not systematically 
developed. 
 Leadership skills are developed, 
valued, and consistently applied 
across a wide variety of 
stakeholders. 
TOTAL 
Add the circled numbers, and record the total: _________________ 
Strength areas to celebrate (ways that come close to what you want them to be): 
 
 
Priority areas (biggest gaps between the way it is and the way you want it to be): 
 
 
One step you can take that will address each priority area this year (preferably things over which you have 
direct control or influence): 
 
 
Note. Adapted from The Handbook for SMART School Teams: Revitalizing Best Practices 
for Collaboration, 2014, by A. E. Conzemius & J. O’Neill, pp. 304–306. Copyright 2014 
by Solution Tree Press. 
